Mississippi State University

Scholars Junction
Theses and Dissertations

Theses and Dissertations

12-13-2014

Impact of Middle School Student Participation in the Whole
Schools Initiative Arts Program
Glenda D. Nickson

Follow this and additional works at: https://scholarsjunction.msstate.edu/td

Recommended Citation
Nickson, Glenda D., "Impact of Middle School Student Participation in the Whole Schools Initiative Arts
Program" (2014). Theses and Dissertations. 2597.
https://scholarsjunction.msstate.edu/td/2597

This Dissertation - Open Access is brought to you for free and open access by the Theses and Dissertations at
Scholars Junction. It has been accepted for inclusion in Theses and Dissertations by an authorized administrator of
Scholars Junction. For more information, please contact scholcomm@msstate.libanswers.com.

Automated Template APA: Created by James Nail 2013 V2.3

Impact of middle school student participation in the Whole Schools Initiative arts
program

By
Glenda D. Nickson

A Dissertation
Submitted to the Faculty of
Mississippi State University
in Partial Fulfillment of the Requirements
for the Degree of Doctor of Philosophy
in Elementary, Middle and Secondary Educational Administration
in the Department of Leadership and Foundations
Mississippi State, Mississippi
December 2014

Copyright by
Glenda D. Nickson
2014

Impact of middle school student participation in the Whole Schools Initiative arts
program
By
Glenda D. Nickson
Approved:
____________________________________
Debra L. Prince
(Major Professor)
____________________________________
D. Kay Brocato
(Committee Member)
____________________________________
Linda T. Coats
(Committee Member)
____________________________________
James E. Davis
(Committee Member)
____________________________________
James E. Davis
(Graduate Coordinator)
____________________________________
Richard L. Blackburn
Dean
College of Education

Name: Glenda D. Nickson
Date of Degree: December 13, 2014
Institution: Mississippi State University
Major Field: Elementary, Middle and Secondary Educational Administration
Major Professor: Debra L. Prince
Title of Study:

Impact of middle school student participation in the Whole Schools
Initiative arts program

Pages in Study: 119
Candidate for Degree of Doctor of Philosophy
This study examined the impact of the Whole Schools Initiative arts program on
the academic achievement of a group of middle school students as measured by the
Mississippi Curriculum Test 2 (MCT2) language arts and mathematics assessment.
School year 2012-2013 yearly assessment scores for sixth, seventh, and eighth grade
students in 1 middle school in the State of Mississippi were analyzed to determine if a
statistically significant difference in academic achievement existed between those who
participated in the arts program in elementary school and those who did not.
This study was guided by 4 research questions and employed 2 research designs.
Correlational research was used to answer research question 1. Question 1 sought to
determine the relationships between MCT2 scores of middle school students and the
number of years they attended an arts integration school. Questions 2 through 4 was
answered using causal comparative research design to determine the differences in MCT2
scores of sixth, seventh, and eighth grade students who attended an elementary school
with an arts program and those who did not. The findings of this study indicated that
there was a relationship between MCT2 math scores but no relationship between

language arts MCT2 scores and attendance in an arts integrated school. In addition, it
was determined that there were no significant differences in sixth grade language arts and
sixth and seventh grade math achievement scores of students who attended an elementary
school with an arts integration program. However, there were significant differences in
seventh and eighth grade language arts and eighth grade math scores of students who
attended arts integrated elementary. The study concludes with recommendations for
future research.
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CHAPTER I
INTRODUCTION

For decades, scholars have posited the notion that the ability of the United States
to compete in the global economy hinged on the quality of the American educational
system (President’s Committee on the Arts and Humanities [PCAH], 2011). Since
Sputnik was launched in 1957, the American educational system has gone through
several massive education reform initiatives. In 1983, the National Commission on
Excellence in Education published A Nation at Risk, which reported that the decline of
student achievement was due to the quality of teaching and learning in our nation’s public
and private schools, colleges, and universities (Gardner et al., 1983). Following the
report of the National Commission on Excellence in Education, in 1989, the National
Governors Association drafted American’s Goals 2000 Act (United Stated Department of
Education, [USDE], 1991). According to this act, by the year 2000


all children in America will start school ready to learn;



the high school graduation rate will increase to at least 90%;



all students will leave Grade 4, 8, and 12 having demonstrated
competency over challenging subject matter including English,
mathematics, science, foreign languages, civics and government,
economics, the arts, history, and geography;
1



the nation’s teaching force will have access to programs for the continued
improvement of their professional skills and the opportunity to acquire the
knowledge and skills needed to instruct and prepare all American students
for the next century;



United States students will be the first in the world in mathematics and
science achievement;



every adult American will be literate and will possess the knowledge and
skills necessary to compete in a global economy and exercise the rights
and responsibilities of citizenship;



every school in the United States will be free of drugs, violence, the
unauthorized presence of firearms and alcohol and will offer a disciplined
environment conducive to learning; and



every school will promote partnerships that will increase parental
involvement and participation in promoting the social, emotional, and
academic growth of children (USDE, 1991, pp. 1-3).

Then, as now, these goals appeared to be quite lofty and unattainable. Consequently, by
the year 2000, those goals were not met. In January 2002, former President George Bush
signed into law the No Child Left Behind Act (NCLB; USDE, 2004). NCLB sought to
reform education in ways that were unprecedented. For the first time, high stakes
measures of accountability were included in educational reform.
As a part of accountability, NCLB required states to administer yearly
assessments and to demonstrate that 100% of their students were proficient in
mathematics and reading by the year 2014 or face possible sanctions. Similar to the goals
2

of the America Goals 2000 act, the 100% proficiency clause of NCLB appeared to be
unattainable. Therefore, in 2011, President Obama passed the Elementary and Secondary
Education Act Flexibility Package which allowed states the flexibility to opt out of the
100% proficiency clause deadline of which many did (Center on Education Policy [CEP]
2011). Consequently, improving the academic achievement and educational attainment
for America’s students remains a challenge.
The most recent results of the National Assessment of Educational Progress
(NAEP) indicated that 58% of the nation’s fourth grade and 66% of the nation’s eighth
grade students were not proficient in mathematics and 66% of both fourth and eighth
grade students were not proficient in reading (NAEP, 2013). As indicated by these
results, fewer than half of the nation’s students are proficient in mathematics or reading.
Moreover, examinations of the 2013 NAEP scores by state revealed that rates of
proficiency in the state of Mississippi were substantially lower than that of the nation and
in most cases lower than any other state in the nation. In Mississippi, 79% of fourth
grade students and 80% of eighth grade students were not proficient in reading (NAEP,
2013). When NAEP mathematics scores were examined, it was revealed that 74% of
fourth graders and 79% of eighth graders were not proficient in Mississippi (NAEP,
2013).
Similar to the observed gaps between achievement in the nation and achievement
in the state of Mississippi, are the gaps in achievement when scores are examined by
race/ethnicity both at the national level and within the state of Mississippi. At the national
level, reading scores indicate that 54% of fourth and eighth grade White students were
not proficient in reading. However, for Black students those rates were 82% for fourth
3

graders and 83% for eighth graders. An examination of mathematics scores indicated
that 46% of White fourth graders and 55% of White eighth graders were not proficient
compared to 82% of Black fourth graders and 86% of Black eighth graders (NAEP,
2013). As evidenced by these national statistics, the gaps in achievement between White
students and Black students ranged from 28 percentage points to 36 percentage points.
While the variance observed in comparisons between measures of achievement
between White and Black students in Mississippi was somewhat smaller than that of the
nation (in Mississippi, the gaps range from 19 to 31 %), examination of scores by
race/ethnicity in Mississippi revealed significant gaps, especially in terms of the
achievement of the state’s Black students. Approximately 90% of both fourth and eighth
grade Black students failed to demonstrate proficiency on either the mathematics or
reading NAEP tests (89% in fourth grade for mathematics and reading and 92% in eighth
grade for mathematics and reading). Furthermore, of those students failing to
demonstrate proficiency, the majority scored in the range that indicated that their level of
understanding in the tested content was below basic. The only assessment where fewer
than half of the Black students scored in the below basic range was on the fourth grade
mathematics assessment. On the fourth grade mathematics assessment, 39% of the Black
students scored in the below basic range. On the other assessments, which included
fourth grade reading, eighth grade reading, and eighth grade mathematics, the percentage
of Black students scoring in the below basic range were 62%, 53%, and 58%
respectively.
The analysis of 2013 NAEP results for the state of Mississippi revealed three
significant patterns. The first pattern was that on average, at both the fourth grade level
4

and the eighth grade level, in both mathematics and reading, white students scored higher
than Black students. The second pattern was that on average, more students are
proficient in math than they are in reading. The third significant pattern was that on
average, fourth grade students’ exhibit higher measures of achievement than eighth grade
students, that is, more fourth grade students demonstrate proficiency in the tested areas
than eighth grade students. As evidenced by all of these statistics, there is a need for
significant improvement in student achievement for the nation but even more so in the
state of Mississippi and for Black students in the state.
States and school districts continue to identify or devise strategies that will
produce improved academic achievement. One of the means of improving academic
achievement that has been explored is providing instruction in and through the arts
(Herbert, 2011). According to the PCAH (2011), when implemented properly, “the arts
significantly boost student achievement, reduce discipline problems and increase the odds
that students will go on to graduate from college” (p. 3). On the other hand, Herbert
(2011) claims that in spite of the benefits of an arts integration curriculum, art education
is being excluded from the national conversation on improving student achievement
because of budget cuts and the focus on high-stakes testing. However, according to David
(2011), even before the present day push for accountability as measured by high-stakes
tests, the arts were being neglected in the schools.
According to the Mississippi Arts Commission (MAC, 2002), as a rebuttal to the
Back to Basics Education Reform Act which emphasized that the educational curriculum
should consist of students being drilled on content to ensure basic levels of mastery, the
Whole Schools Initiative (WSI) program was developed in 1991. At that time, very little
5

art instruction was being provided in Mississippi’s schools (MAC, 2002). In 1992, after
conducting research on various art education models, the effects of art education on
learning and attitudes toward art education in the state of Mississippi, MAC launched the
WSI pilot program. The WSI is a comprehensive school reform program with a primary
goal of strengthening education by educating every child in and through the arts. The
philosophy of the WSI is that the integration of the arts into the curriculum was essential
to teaching and learning and that a comprehensive arts program should serve not only
students who have been identified as having artistic abilities but also each student in
every school (MAC, 2014).
In 1998, the WSI became the first statewide arts integration program in the state
of Mississippi with clearly defined goals and objectives. According to MAC (2014), the
two essential components of the WSI initiative were: (a) to use art teachers and visiting
artists in the areas of dance, drama, visual art, music, and creative writing to serve as a
strengthening tool to support the arts as a core academic subject and (b) to integrate the
arts into all academic subjects to help increase student success in these subjects (MAC,
2014). Essential to the WSI is the notion that instruction must be centered on the needs
and abilities of the students. According to MAC (2009), the following five objectives are
the core elements of the WSI arts program: (a) to improve students’ academic
achievement through the integration of the arts into the core curriculum, (b) to enrich the
lives of students by increasing their skills and knowledge in all arts disciplines, (c) to
assist the professional and personal growth of teachers and administrators through the
arts, (d) to use the arts to increase parental and community involvement in schools, and
(e) to build a sustainable system for supporting arts integration in schools.
6

In addition, MAC (2009) outlined the following steps to be completed in order for
schools to participate in the WSI program:


Schools must participate in the Arts in the Classroom (AIC) project for
one year



Schools must submit a letter of interest to the MAC



Schools must receive an invitation to submit a WSI grant



Schools must submit a grant application



Schools must participate in a one-year supervised training, planning and
goal setting orientation



Schools must participate in the annual WSI Fall and Spring Retreats



Schools must designate a WSI Project Manager to oversee the program



Schools must create a WSI advisory Committee



Schools must interact with a WSI Field Advisor assigned by the MAC



School must participate in special professional development opportunities
funded directly through MAC



Schools must schedule release time for curriculum planning



Schools must purchase supplies and materials to integrate the arts into the
curriculum



Schools must participate in state-level evaluations



Schools must commit to sustain the work over a minimum of three years.

According to MAC (2012), the AIC project is the first phase of the WSI program,
and it is designed to provide arts integration strategies to schools who serve students in
pre-K through Grade 8. AIC focuses on enhancing teaching skills and improving
7

academic achievement by connecting the Common Core State Standards and the
Mississippi Visual and Performing Arts Framework through hands-on arts integration
experiences. The project provides professional development activities for principals and
teachers on the basic principles of using arts integration as a teaching tool to increase
students and staff knowledge in music, drama, dance, and visual arts. The professional
development activities are presented by teaching artists and professional arts specialists
that define and explain each of the four arts disciplines. AIC is one method of bringing
researched-based arts integrated content into the school environment that is created by
artists, teachers and cultural institutions (MAC, 2012). In order for schools to take part in
the WSI program, they must first complete the AIC program for at least one year.
Furthermore, schools are required to implement the WSI program for a minimum of three
years and meet the application requirements set by the MAC. Schools that participate in
the WSI are operational through a project grant, which funds professional development,
staff training, and technical support that is offered to each school in 5-year cycles,
providing the school is effectively engaged in the program as determined by the MAC
grant committee. In addition, the schools must be able to supply a matching dollar-todollar allocation to receive the project grant (MAC, 2012).
In south central Mississippi, a school district consisting of four elementary
schools, a middle school and a high school currently implement the WSI at two
elementary schools and the middle school. Students from all four elementary schools
enter into the middle school at Grade 6 and participate in the WSI program for three
years. The first elementary school to implement the WSI in the school district has been
participating in the program since school year 2000-2001. The second elementary school
8

has participated in the WSI arts program since school year 2008. Both schools enrollment
consist of students in Grades K-5. The middle school has been implementing the WSI
program since 2010.
Statement of the Problem
NCLB of 2001 was a notable plan that extended the efforts of previous presidents
William Clinton and George H. W. Bush to increase the academic achievement of the
nation’s students. One of the means of improving the achievement of the nation’s
students emphasized by NCLB was increased measures of educational accountability by
way of yearly standards-based assessments. As a result of the demands for educational
accountability as demonstrated by improved test scores, many school districts across the
nation refined their school policies and procedures to allocate more time and resources to
improve student scores on the yearly assessments in the math and language arts and
decreased time and resources for arts education (Baker, 2012). Nevertheless, the
academic achievement in the nation and Mississippi specifically, is still a cause for great
concern and the problem of low academic achievement persists.
According to Braunreuther (2010), the current political and economic
environment in which art education seeks to survive emphasizes the need to acquire more
evidence indicating that the arts serve as an important role in advancing academic
achievement. While proponents of arts education have argued that integrating the arts
into the school curriculum would improve the critical thinking skills of students (MAC,
2000) and subsequently student achievement, empirical evidence to support that claim is
inconsistent in some cases and less than comprehensive in others, thereby resulting in
significant gaps in the literature. Although several researchers have examined the impact
9

of arts integration in the school curriculum and found evidence of improved student
achievement, especially for students who were economically disadvantaged (Catterall,
2002; Corbett, Wilson, & Morse, 2004; Mamrak, 2009; Melnick, Witmer, & Strickland,
2011; Minton, 2003; Tabereaux, 2002), others (Anderson & Fuller, 2010; Butzlaff, 2000;
Elpus, 2013; Johnson & Memmott, 2006) have found little to no positive effect of arts
integration. In addition, the preponderance of research examining arts integration has
concentrated either on elementary students or high school students, leaving a void in the
literature on the effects of arts integration on the academic skills of middle school
students. An additional gap in the literature exists in terms of the WSI program. WSI is
found only in the state of Mississippi and to date only four studies have examined its
impact on student achievement (Corbett, et al., 2004; Mamrak, 2009; Tabereaux, 2002;
Wiseman, Phillips, Harper, Lee, & Boone, 2013).
Purpose of the Study
In a letter to school and educational community leaders, U.S. Secretary of
Education Arne Duncan (2009) challenged the educational community to make K-12 arts
programs more available to American’s children. However, schools across the nation
continue to focus on increasing student achievement by increasing resources for tested
subjects such as reading and mathematics and decreasing resources for arts (PCAH,
2011). In the current high stakes accountability environment, school administrators and
teachers must focus their efforts of increasing student achievement on strategies that are
supported by empirical evidence. Therefore, the purpose of this study was to determine
the effect of the WSI arts program on the academic achievement, as measured by the
10

Mississippi Curriculum Test II (MCT2) language arts and mathematics performance, of a
group of middle school students.
Research Questions
This study examined the impact of the WSI arts program on academic
achievement in language arts and mathematics. This study answered the following
research questions:
1. Is there a statistically significant relationship between language arts and
mathematics MCT2 scores of a group of middle school students and the
number of years they have attended schools with an arts integration
program?
2. Are there statistically significant differences in language arts and
mathematics MCT2 scores between sixth grade students who attended an
elementary school with an arts integration program and sixth grade
students who attended an elementary school without an arts integration
program?
3. Are there statistically significant differences in language arts and
mathematics MCT2 scores between seventh grade students who attended
an elementary school with an arts integration program and seventh grade
students who attended an elementary school without an arts integration
program?
4. Are there statistically significant differences in language arts and
mathematics MCT2 scores between eighth grade students who attended an
elementary school with an arts integration program and eighth grade
11

students who attended an elementary school without an arts integration
program?
Theoretical Framework
The theoretical framework for this study is based on Gardner’s theory of multiple
intelligences (1993 & 2003) which suggested that students have different cognitive
processing and learning styles and must be given the opportunity to implement different
cognitive styles to help ensure their mastery of content material is demonstrated in their
educational environment. This theory proposed that all individuals are innately born with
a wide range of abilities which assist an individual in understanding information.
Gardner’s eight intelligences are summarized as follows (Gardner, 1993, 2003):
1. Logical-Mathematical Intelligence: includes having the capacity to
understand logic and comprehend numbers, having the ability to reason,
calculate, and think conceptually and abstractly.
2. Linguistic Intelligence: includes the ability to memorize words and dates,
understand and use words effectively.
3. Bodily-Kinesthetic Intelligence: includes the ability to understand, to
control one’s bodily motions and to utilize the body for self-expression.
This includes timing movements, physical activities such as dancing,
acting, sports and making things.
4. Spatial Intelligence: includes the ability to visualize and perceive the
world in terms of physical space.

12

5. Musical Intelligence: includes the ability to appreciate music and show
sensitivity to rhythms, tones, and sounds. Students with a high musical
intelligence love to sing, play instruments, and compose music.
6. Interpersonal Intelligence: includes the ability to cooperate with others as
part of a group, the ability to understand other individuals’ moods,
emotions, or temperaments.
7. Intrapersonal Intelligence: includes the ability to know yourself,
understand your own strengths and weaknesses, and understand your own
feelings.
8. Naturalistic Intelligence: includes the ability to relate to and be sensitive
to one’s natural surroundings.
According to Gullatt (2008), learning through the arts provide students the
opportunity for creating meaning of content related material through the use of visual,
dramatic, and musical arts. Also, learning through the arts, gives students the opportunity
to master specific skills gained through instruction utilizing multiple intelligences and
different art forms. Gullatt stated that the arts encourage students to apply their artsrelated intelligences to perceive and organize new information into concepts that are used
to construct meaning. Therefore, the WSI is supported by Gardner’s (1999b) theory that
humans are unique in their intelligence and that people possess strengths in a
combination of multiple intelligences because no intelligence exists alone. The WSI
provides active participation in the learning process by involving students in learning
activities that target their specific intelligence which is also supported by Gardner’s
theory. The implementation of learning through the arts and the multiple intelligence
13

theory opens the door to a wide variety of teaching strategies that can easily be
implemented in the classroom (Standford, 2003). The theory of multiple intelligences and
the integration of the arts, reaches beyond the day to day operations of the textbook to
allow for varied opportunities for students to learn and show evidence of learning through
multiple art forms and intelligences. According to Gullatt (2008), acknowledging that
students have different strengths and providing instruction that targets and accommodates
those strengths while building to the student’s weaker areas is the core of the multiple
intelligence theory and arts integration.
Definitions of Key Terms
The terms listed below are technical in nature; subject to multiple interpretations,
and/or unique to this study are defied as follows:
1. Arts-Integrated school are schools that combine 80 minutes a day art
instruction in two or more content areas, wherein the arts in the form of
drama, dance, visual arts or creative writing constitute one or more of the
integrated areas (Arts Education Partnership, 2007-2008).
2. Integrated art education is an educational style in which the arts and other
core subjects are taught simultaneously. The arts are used as a catalyst to
teach other subjects (Vermont Arts Council, 2004).
3. Non-arts integrated schools are schools that combine 45 to 90 minutes a
week for arts instruction in two or more content areas, wherein the arts in
the form of drama, dance, visual arts or creative writing constitute one or
more of the integrated areas (Arts Education Partnership, 2007-2008).
14

4. Student achievement refers to outcomes on standardized assessment
measures such as Mississippi Curriculum Test (Mississippi Department of
Education, 2004).
Limitations of the Study
The limitations of a study are defined as those elements in which the researcher
cannot control (Creswell, 2010, p. 145). The first limitation of this study is that it relied
on the implementation fidelity of the WSI program in the schools. Another limitation of
this study was that the students were exposed to multiple teachers with varying levels of
arts training, and student achievement may be attributed to the lack of experience in
implementing the program.
Delimitations of the Study
This study examined scores of middle grade students from one middle school and
provided limited generalizability to other schools. The study analyzed only MCT2
language arts and mathematics assessment scores as indicators of achievement to
determine the effectiveness of the WSI impact on student academic achievement.
Significance of the Study
Student academic achievement should be the driving force of all educational
endeavors and the implications associated with high-stakes testing requires educators to
discover means of ensuring students develop to their fullest potential. In an effort to
increase academic achievement for all students, schools and districts have developed
means to increase instructional time for content area subjects such as language arts and
mathematics as well as decrease time and resources for elements of the school day
15

perceived as not essential to academic achievement such as the arts (Baker, 2012). With
the increased emphasis on the tested content areas, arts education has seen a noticeable
decline in many schools throughout the nation (Baker, 2012) and often is considered an
elective or extracurricular course. Consequently, when arts courses are viewed as
electives, students who are identified as needing academic remediation, who most often
are minority and low income students, are often deprived of the opportunity to participate
in the arts. However, these are the very students researchers have suggested who may
benefit most from an arts integrated curriculum. Hence, part of the significance of this
study.
The purpose of this study was to determine the effect of the WSI arts program on
the academic achievement, as measured by the MCT2, of a group of middle school
students and is significant in several ways. Primarily, the results of this study might
inform school administrators and educators by addressing several gaps in the literature.
One of the most prominent gaps in the literature is the paucity of research examining the
impact of an arts integrated curriculum on the academic achievement of middle school
students. The preponderance of literature reporting the effects of an arts integrated
curriculum has focused either on elementary or secondary students. However, the
literature consistently reported the uniqueness and challenges associated with students in
the middle school age range. A second gap this study addressed was the lack of research
examining the cumulative and/or sustained effects of an arts integrated curriculum. This
study examined measures of academic achievement for middle school students who have
participated in an arts integrated program for varying number of years, ranging from one
to nine years.
16

The results of this study will also be significant for school administrators as they
make budgetary decisions for their schools. Administrators must make decisions that are
informed by data and this study will provide a robust examination of the effects of an arts
integrated program. As stated by Braunreuther (2010), in order to obtain or maintain
funding and resources to implement arts programs in schools, more evidence than
displaying students engaged, passionate, smiling and excited with their arts participation
is needed. Arts participation must provide evidence that it in fact increases academic
achievement and that the arts are viable core academic subjects.
Organization of the Dissertation
This research dissertation was organized into five chapters. Chapter I presented
the introduction, statement of the problem, purpose of the study, research questions,
definition of key terms, theoretical framework of the study, limitations of the study,
delimitations of the study, significance of the study, and organization of the proposal.
Chapter II presented the literature review on art education and its effects on student
achievement. Chapter III presented the general methodology, described the research
design, research questions, participants, instrumentation, data collection procedures, data
analysis and a summary. Chapter IV presented the results of the study and Chapter V
presented the summary, conclusions and recommendations.
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CHAPTER II
REVIEW OF RELATED LITERATURE

Measures of academic achievement in the nation and specifically the state of
Mississippi are continually criticized due to mediocre performance on various
assessments. The purpose of this study is to determine if participation in the WSI arts
program at the middle school level, Grades 6-8, is related to student academic
achievement as measured by the MCT2. Chapter II includes a review of the literature
that was used in developing this proposal and includes four main sections. The review
begins with a summary of Gardner’s theory of multiple intelligences which provides
support for examining the relationship between arts integration and academic
achievement. Following Gardner’s theory, arts integration and empirical evidence
examining arts integration is discussed. The next section discusses the WSI arts program
and the final section provides a summary of the literature review.
Gardner’s Theory of Multiple Intelligences
Intelligence, as defined by Gardner and Moran (2006) is the “bio-psychological
potential to process information that can be activated in a cultural setting to solve
problems or create products that are of value in a culture” (p. 227). The theory of
multiple intelligences developed by Gardner (1993, 2003), emerged from cognitive
research that highlighted the diversity of cognitive learning styles that exist among
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individuals and the unique learning styles of students (Wiseman et al., 2013). According
to Noble (2004), Gardner believed that the traditional idea of obtaining an individual’s
intellectual ability based solely on psychometric views and a single IQ assessment was
far too limiting. Gardner (1993, 2003) notes that students have different cognitive
processing and learning styles and must be given the opportunity to implement different
cognitive styles to help ensure their mastery of content material is demonstrated in the
environment where it is introduced. Gardner’s theory is centered on the idea that there
are many different types of knowledge or talents that can be utilized to enhance the life of
individuals while responding effectively to their environment. The theory of multiple
intelligences proposed that all individuals are innately born with a wide range of abilities
which assist an individual in understanding information. Gardner’s eight intelligences
are summarized as follows (Gardner, 1993, 2003):
1. Logical-Mathematical Intelligence: includes having the ability to understand logic
and comprehend numbers, having the ability through the use of equations and
numbers to reason, calculate, problem solve, think conceptually, and abstractly.
2. Linguistic Intelligence: includes the ability to memorize words and dates,
understand and use words effectively to express oneself.
3. Bodily-Kinesthetic Intelligence: includes the ability to understand, to control
one’s bodily motions, and to utilize the body for self-expression. This includes
timing movements, and physical activities such as dancing, acting, sports and
making things.
4. Spatial Intelligence: includes the ability to visualize and perceive the world in
terms of physical space.
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5. Musical Intelligence: includes the ability to appreciate music and show sensitivity
to rhythms, tones, and sounds. Students with a high musical intelligence love to
sing, play instruments, and compose music.
6. Interpersonal Intelligence: includes the ability to cooperate with others as part of a
group; the ability to understand other individuals’ moods, emotions, or
temperaments.
7. Intrapersonal Intelligence: includes the ability to know yourself, understand your
own strengths and weaknesses, and understand your own feelings.
8. Naturalistic Intelligence: includes the ability to relate to and be sensitive to one’s
natural surroundings.
Gardner (1993), in his release of the tenth edition of Frames of Mind, reiterated
the call for assessment and instruction to move away from the traditionally focused
intelligences of linguistic and logical. Gardner (1993) stated, “Current tests are so
devised as to call principally on linguistic and logical faculties… we do not yet know
how far various intelligences actually correlate… we will not know until we have devised
means of assessment that are intelligence-fair” (p. xxxiv). According to Aborn (2006),
Gardner and his advocates continue to challenge the methods utilized to assess
intelligence and they are committed to shifting the standards from student measured
intellect to student measured potential. Nevertheless, the assessment instruments and
instructional practices currently utilized in schools most often reflects verbal-linguistic
and logical/mathematic forms of intelligence without considering how the other forms of
intelligence might impact student academic achievement. However, there is some
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evidence of educators embracing the multiple intelligence theory in their work with
students (Chapman, 1999; Viens & Kallenbach, 2004; Weber, 2005; Willis, 2007).
Gardner’s theory has been subjected to the criticism that the definitions of
intelligences that he offered were too broad and only represent personality traits, talents
and abilities. However, the theory still enjoys a great deal of popularity among many
teachers (Wiseman et al., 2013). According to Wiseman et al. (2013) teachers across the
nation incorporate and integrate the theory of multiple intelligences in their classrooms.
Educators who have welcomed the multiple intelligence theory employ teaching
strategies designed to assist students in identifying their own strengths and developing
techniques and strategies that they can use to help them through challenging academic
and social situations (Campbell, 1997).
Multiple studies have examined the use of the multiple intelligence theory in
relation to student achievement (Kelly & Tangney, 2004; Kennewell & Beauchamp,
2007; Kunkel, 2007; McKethan, Rabinowitz, & Kernodle, 2010; Owolabi & Okebukola,
2009; Smith, Hardman, & Higgins, 2006; Sulaiman, Abdurahman, & Abdul Rahim,
2010; Temur, 2007; Wu & Alrabah, 2009) and many have found that students are more
successful when learning opportunities include multiple forms of intelligence. Research
conducted by Douglas, Burton, and Reese-Durham (2008); Koskel & Yel (2007) Kunkel
(2007), and Temur (2007); examined the theory of multiple intelligences through the
examination of instructional teaching practices founded on the theory. One of the
strongest indicators of educators embracing the theory of multiple intelligences was the
work of Kunkel (2007) at the Key Learning Community School in Indianapolis.
According to Kunkel (2007), the Key Learning Community School was the first school in
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the world to create and implement a multiple intelligences curriculum. As a testament to
the effect of the multiple intelligence curriculum, Kunkel wrote about the mandate from
the school district for Key Learning Community School to provide after school
remediation for students who were not academically successful in reading and math, or as
Kunkel phrased it “students who faced challenges in reading and math” (p.206). In
responding to the mandate, school personnel not only provided after school remediation
to students who were challenged in math and reading but also to students who were
challenged in any of the multiple intelligence areas. The result of the intervention was so
successful that the test scores of the school the following year were so high that the
school was suspected of cheating. While Kunkel’s approach was more of a whole school
approach, Douglas et al. (2008) and Temur (2007) examined multiple intelligence
instructional strategies in the content area of mathematics.
Douglas et al. (2008) conducted a study that was designed to test the hypothesis
that students who were taught in an environment that used multiple intelligence strategies
would have higher measures of math achievement than similar students who were taught
in an environment that employed direct instruction teaching strategies. The participants
for their study consisted of 57 eighth grade math students taught by the same math
teacher. The students were divided into two groups. One group, the experimental group
(n = 28) was exposed to multiple intelligence teaching strategies while the other group,
the control group (n = 29), was exposed to direct instruction teaching strategies. Using a
pretest/posttest control group design, the researcher compared the post test scores for the
two groups and found a statistically significant difference in the mean scores. Students
who were exposed to the multiple intelligence instruction (M = 79.07, SD = 14.58)
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scored significantly higher than the students exposed to direct instruction (M = 71.24, SD
= 14.06). In terms of growth, the students who received multiple intelligence instruction
scores increased 25.48 from pre to post compared to a 17.25 increase for the direct
instruction group of students. While the results of the study supported the researcher’s
hypothesis, their study had serious limitations. In addition to the small sample size (n =
57), the authors failed to provide sufficient detail to replicate the study and their method
of analysis was not clearly explained. Nevertheless, Douglas et al. (2008) provided some
indication of the efficacy of multiple intelligence teaching strategies at least in terms of
comparison with direct instruction teaching strategies.
Temur (2007) investigated the effects of multiple intelligence based teaching
strategies on mathematics achievement by comparing two classrooms of fourth grade
students. One classroom received the multiple intelligence instruction while the other
class received traditional instruction. Temur (2007) compared the two groups on final test
scores, achievement test scores, and permanence test scores. The author also compared
final test scores to permanence scores for the two groups. The results of the between
group comparisons (experimental vs. control) were all in favor of the experimental group.
That is, the experimental group scored higher than the control group on each measure. On
the comparisons between the final test scores and the permanence test scores the findings
were mixed. For the experimental group, there was not a statistically significant
difference between the two scores. The final test score average of 18.08 was not
significantly different than the permanence test score average of 18.04. This finding
indicated that the group that received the multiple intelligence instruction retains the
content that they were taught. However, the result of the comparison of final test scores
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and permanence test scores for the control group revealed a statistically significant
difference. For the control group, the final test average (M = 15.95) was significantly
higher than the permanence test score (M = 14.01). This finding suggested that the
control group did not retain as much of the information they learned as the experimental
group. While both studies, Temur (2007) and Douglas et al. (2008), found positive effects
for multiple intelligence instructional strategies, the sample sizes were somewhat small
and very restricted, which limited their generalizability.
Koskel and Yel (2007) examined the effect of teaching strategies based on
multiple intelligences on academic science achievement, attitude toward science and the
permanence of the teaching on 10th grade students in one school in Turkey. The
participants of this study consisted of two classrooms of 25 students. The two equivalent
classes were randomly assigned as either the experimental group or the control group.
Both groups had the same learning objectives but the experimental group was taught
using multiple intelligence strategies. Using a pretest/posttest control group design,
Koskel and Yel compared the two groups using t-test and MANCOVA. According to
Koskel and Yel (2007), the experimental group outperformed the control group on
measures of achievement and permanence of learning. The authors reported that there
were no statistically significant differences in terms of the two group’s attitude towards
science. However, the authors failed to provide any evidence of their findings. Even
though the study was published in a peer reviewed journal, the authors yet failed to
provide sufficient details to determine the credibility of the study or replicate the study.
Chen, Chiang, and Lin (2013) investigated the effects of multiple intelligences
and interactive whiteboards on the science achievement of fourth grade students in
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Taiwan. To conduct the study, the authors selected two fourth grade classes of one
elementary school in Taiwan. One class served as the experimental group (n = 32) and
one as the control group (n = 32). The experimental group was taught using the
whiteboard which according to the authors incorporated multiple intelligences. The
control group was taught by traditional, lecture-based instruction. The results of
ANCOVA analysis revealed that the experimental group scored significantly higher than
the control group on measures of science achievement. The authors concluded that
instruction using the interactive whiteboard was more beneficial for students with low
measures of mathematical/logical intelligence than it was for students with high measures
of mathematical/logical intelligence, which is opposite from the findings of prior research
comparing the two levels of mathematical/logical intelligence.
Ghazi, Shahzada, Gilani, Shabbir, and Rashid (2011) examined the relationship
between students’ self-perceived multiple intelligences and their academic achievement
in Pakistan. Using sampling techniques, 714 subjects consisting of male and female
students from ten government degree colleges in the Banu District participated in the
study. The objectives of Ghazi et al. (2011) included discovering the relationship
between overall student’s self-perceived intelligence and their academic achievement,
and investigate the relationship between students’ self-perceived multiple intelligences
and their academic achievement. The students’ multiple intelligence was measured by
the Likert scale Multiple Intelligence Inventory (MII) developed by Armstrong (Ghazi et
al., 2011). The inventory consisted of 40 items, with five items for each of the
intelligences identified by Gardner (1993, 2003). Measures of academic achievement
were obtained by examining the students’ cumulative education records to obtain an
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overall measure of achievement. The MII yielded nine scores; one overall multiple
intelligence score and a score for each of the eight intelligences. The authors used the
Pearson’s statistical procedure to compute correlation coefficients to examine the
relationship between academic achievement and each of the measures obtained from the
MII. Of the nine correlation coefficients computed, eight were statistically significant at
the .05 alpha levels. However, the magnitudes of the relationships, for the most part,
were very small, ranging from .05 to .42. The only relationships that appeared to be
meaningful were between academic achievement and logical/mathematical intelligence (r
= .42), overall multiple intelligence (r = .29) and linguistic intelligence (r = .27).
Consequently, the results of this study, as they were presented offer little support for the
connection between multiple intelligence and academic achievement. In addition to the
small meaningful coefficient found for the majority of the relationships examined, two of
the three relationships that had a small to moderate relationships were found in the more
traditional areas of intelligence, linguistic intelligence (r = .27) and mathematical/logical
intelligence (r = .42). Moreover, the large sample (n = 714) for this study would likely
result in statistically significant relationships between most variables.
Gardner (1999a) emphasized the importance of educators recognizing the
differences of each student by learning about each student’s strengths, interests,
preferences, experiences, backgrounds and goals; being careful not to stereotype or
predetermine outcomes but rather to ensure that educational decisions are based on
current student information. According to Standford (2003), the use of multiple
intelligences in the schools does not mean that a shift in the curriculum must occur.
However, the curriculum should be presented using each of Gardner’s eight defined
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intelligences. Furthermore, in order for the multiple intelligence theory to be
implemented successfully in the classroom, the teacher must continually incorporate
instructional strategies that combine the intelligences in creative and innovative ways that
will appeal to all students (Standford 2003). According to Aborn (2006), one advantage
to student academics when the theory of multiple intelligence is implemented is that
through an awareness of their intellectual strengths, challenges, and their specific
intelligence profile, students begin to learn strategies in their intellectual strengths that
support learning.
Arts Integration
Across the United States, there has been an increasing interest in arts integration
as a viable approach to instructing and teaching, consequently influencing, learning in
core subjects such as mathematics, science, language arts and social studies. As a result
of this increased interest, scholars and various institutions have provided multiple
definitions of arts integration. For instance, Silverstein and Layne (2010) defined arts
integration as “an approach to teaching in which students construct and demonstrate
understanding through an art form. Students engage in a creative process which connects
an art form and another subject area and meets evolving objectives in both” (p.1). The
authors go on to say that this creative process could be demonstrated in a variety of art
forms including visual arts, dance, drama and music. In contrast, according to Brooks
and Brooks (1999), arts integration is the idea of students creating and demonstrating
understanding of one’s surroundings in an active and mind-engaging process. For
Stevenson and Deasy (2005), arts integration is defined in a broader sense in that students
have central and active roles in acquiring knowledge, reflecting on that knowledge, and
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making meaning of that knowledge as they create and interpret works of art.
Consequently, the definition provided by Silverstein and Layne (2010) seems most
applicable in school settings where so much emphasis is placed on core academic
subjects.
Historically, students are asked to demonstrate their understanding of content
material through testing or report writing. However, with the implementation of an arts
integration approach, as suggested by Silverstein and Layne (2010), students’ learning is
evident in the products, such as paintings or dramatizations, they construct. As Robinson
(2001) noted, the primary focus of arts integration is the active participation in the
creative process. Moreover, the author further emphasized that the creative process
within an arts integration approach is not a single event but several interacting phases
with each phase connecting and building on other ideas from many different sources. In
fact, according to Silverstein and Layne (2010), a unique aspect of arts integration is its
ability to connect to various core subjects, such as mathematics, reading, and language
arts. In addition, connections can also be made between a specific art form and a need of
the school that is outside the boundaries of the general curriculum. School needs outside
the general curriculum that can connect to the arts include topics such as character
education, bullying or multiple intelligences. Whether connecting to a specific curriculum
area or a school issue, the arts are the strongest when the learning can be extended or
reinforced across all areas both academic and non-academic (Isenberg & Jalongo, 2010).
As a teaching strategy, arts integration is used to integrate the arts with the non-arts
curriculum to deepen students’ understanding of both (Isenberg & Jalongo, 2010; Werner
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& Freeman, 2001). However, in the current environment of high stakes testing and
accountability, arts integration is often neglected as a teaching strategy (Baker, 2012).
The neglect of arts integration has not gone unnoticed and was acknowledged by
the former United States Secretary of Education Rod Paige (Brewer, 2005). According to
Brewer (2005), in 2004, Rod Paige sent a letter to school district superintendents asking
them to not to decrease funding and support for arts integration programs due to the focus
on reading and math as a result of NCLB. Although Paige acknowledged that arts
programs were endangered by NCLB, he stated that the endangerment was not an
intended consequence of the act. According to Brewer (2005), Paige stated in the letter
that he believed that arts education provided connections between core content subjects
and learning in and through the arts and that those connections had positive effects on
standardized assessment outcomes. Moreover, according to Brewer (2005), in the letter,
Paige endorsed the new policy statement of the Southeastern College Art Conference
(SECAC). The SECAC policy statement was developed in an effort to afford educators,
teachers, scholars and artists the opportunity to be productive in the implementation of
the arts to stimulate students in their development, learning and exploration. The policy
called for an emphasis on art education in elementary, secondary and higher education
with universal standards and guidelines (Brewer, 2005). With the incorporation of the
SECAC policy, schools throughout the nation would guarantee that students receive art
integration and visual arts to enhance their learning and academic achievement in all
curriculum subjects. Nevertheless, as noted by Mishook and Kornhaber (2006), for the
past twenty years, the accountability movement and the impact of student assessment
results have steered opinions that the arts are not as vital or important as core subjects,
29

and the neglect continues. Moreover, this neglect often persists in spite of evidence of the
efficacy of arts integration.
Positive Relationships between Arts Integration and Academic Achievement
Nationwide, student’s access to an arts education program has diminished as a
result of the demands of the NCLB act (Baker, 2012). In fact, according to Baker (2012),
in the state of Louisiana, students who score below basic on the state’s assessments are
removed from art education courses and reassigned to additional courses in English and
mathematics. While prior research has found that students who are considered to have
low socioeconomic status that have significant participation in an arts program out
perform their peers with less arts program participation on measures of language and
mathematics achievement (Baker, 2012; Catterall, 1998; Catterall, Chapleau, & Iwanaga,
1999; Catterall & Waldorf, 1999). In other studies, researchers have suggested that the
relationships between art education and academic achievement are not causal
relationships (Vaughn, 2000; Vaughn & Winner, 2000). There is also another stream of
research that forwards the notion that while participation in an arts education program
may not translate into improved academic achievement, time spent studying the arts does
not impede academic performance (Corbett, McKinney, Noblit, & Wilson, 2001; Dryden,
1992; Kelstrom, 1998; Noblit, Wilson, Corbett, & McKinney 2009). Additionally,
Harland and colleagues (2000) found that participating in the arts was linked to improved
problem solving skills, which, according to the authors would be useful in school and
life. Furthermore, additional streams of research explore the effects of arts education
within differing curriculum frameworks and environments using quantitative, qualitative,
and mixed methodologies. Although relatively new, another movement for arts
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integration is STEAM which stands for science, technology, engineering, arts, and math.
According to Hanson (2014), this reform model is based on the idea that by integrating
the arts and science, student will be able to create and develop more innovated ideas.
However, STEAM has not been proven as an authentic educational model (Hanson
2014). Although there is little evidence on the direct link between learning through the
arts and academic achievement, researchers have consistently sought to explore the
unique contributions the arts bring to student academic achievement (Asbury & Rich,
2008; Deasy, 2002; Fiske, 1999; Hetland, Winner, Veenema, & Sheridan, 2007; Winner
& Hetland, 2000).
Baker (2012) examined the effect of music and visual arts participation on the
assessment scores on two groups of eighth grade students in the state of Louisiana. One
group had received performance based music and visual arts instruction and the other
group had not received such instruction. Gathering data from the Louisiana Department
of Education’s database, Baker identified 37,222 students that met the criteria for
inclusion into either one of the groups (those with arts experience and those without).
The three objectives of Baker’s (2012) study were to determine if: 1) enrollment
in a music course could be a predictor of success on state assessments in English and
mathematics, 2) enrollment in a visual arts course could be a predictor of success on state
assessments in English and mathematics and 3) dual-enrollment (course in music and
visual arts) could be a predictor of success on state assessments in English and
mathematics. For each objective, Baker used separate samples t-test to compare English
and mathematics scores for the overall groups and the following subgroups: high and
middle socioeconomic status (SES) students, low SES status students, Black students,
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and White students. The results of these analyses was mixed in that arts participation
(music, visual arts, or dual) was at times related to higher English and mathematics scores
and at times related to lower English and mathematics scores. The area with the most
consistent findings was with the music versus no music comparisons. With each
comparison (overall, middle and high SES, low SES, Black and White) the students with
music class participation had higher English and mathematics state assessment scores
than the groups with no music class participation.
However, the results of comparison between visual arts students and dual arts
students and their similar peers who did not participate in the arts were not nearly as
consistent. In fact, the only significant differences found in favor of art participants
(either visual or dual) was for white visual arts students who out performed no visual arts
students on the English and mathematics assessment. On the contrary, two English
assessments and two mathematics assessments were significantly higher for the groups of
students with no arts experience. On the English assessment, the overall group scores for
the no arts students were significantly higher than the arts students. Likewise, the no arts
low SES students were significantly higher than the low SES arts students. Examination
of mathematics scores also revealed that no arts low SES students out performed low SES
arts students. Examination of the dual arts category also revealed that most often, the
significant differences found were in favor of the no arts students as opposed to the dual
arts students. In this series of analyses, only dual arts White students scored significantly
higher on the English and mathematics assessments than no arts White students. Three
English assessment analyses and four mathematics assessment analyses resulted in
significantly higher scores in favor of the no arts students. For the English assessment
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the no arts student groups scored higher overall among low SES and among Black
students. The mathematics assessment analyses were identical with the inclusion of no
arts middle and high SES students also outperforming the dual arts students. Based on
the results of Baker’s (2012) findings, it appeared that participation in a music education
program may be related to increases in student academic achievement as measured by
state assessments. However, other forms of arts program participation may be related to
decreases in student achievement as suggested by some of the findings of Baker’s study.
West (2012) examined the adverse effects that NCLB is having on school music
programs particularly schools that did not meet the NCLB Annual Yearly Progress
(AYP) requirement. West collected information from ten different music teachers from
Michigan school districts currently not meeting AYP. The participating teachers taught
music courses that included vocal, band, strings, and general music. The courses were
taught in urban, suburban and rural settings and represented four different levels of music
instruction. Music instruction was presented at the elementary, middle school, high
school and K-12 levels.
The objectives of West’s (2012) study were to identify the changes within music
education programs and how music teachers are adjusting to these changes. For each
objective, West noted the concern of each teacher based on the actions of their schools
toward the importance of music education programs in their specific setting. The results
of the observations and interviews before the schools failed to meet AYP were as
follows:


Music was a class along with other core subjects such as math, language arts and
reading.
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Music budget cuts and program reductions were the result of administrators
having to choose between which programs to eliminate due to inadequate funding.



Music students had to alter their schedules to make time for more academic
subjects resulting in less time for music education.



Professional development requirements for these teachers changed from attending
activities directed toward music to activities and training directed toward
improving math and reading scores.

According to West (2012), the teachers have adapted to the changes in teaching music by
remaining flexible and understanding the importance of being able to teach at multiple
instructional levels and in various subject areas. Under NCLB, meeting AYP will remain
a standard of accountability and schools will continue to make tough decisions in order to
meet these standards.
Walker, Taborn, and Weltsek (2011) examined the effect of a drama integrated
language arts curriculum on sixth and seventh grade students in New Jersey by measuring
their performance on state standardized tests in English language arts and mathematics.
Using the non-profit organization Education Arts Team (EAT), the researchers randomly
assigned four treatment groups and four control groups in eight middle schools within
one low income district. The researchers also randomly selected 28 language arts
teachers from the eight schools and each teacher was placed with a treatment group or
control group. The researchers collected data from the 2009 and 2010 New Jersey state
math and language arts assessments as well as data on the absenteeism records of the 540
students in the treatment group and the 480 students in the control group. The results of
Walker et al. (2011) indicated that 55% of the students in the treatment group obtained
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passing rates on the 2009 language arts assessments, 43% of the students in the treatment
group achieved passing rates on the mathematics assessment. The control group had 47%
of the students receiving passing rates on the 2009 language arts assessments and 39% of
the students receiving passing rates on the 2009 mathematics assessments. The
participation of the treatment group in the arts integrated program increased the
likelihood a student would pass the state test by 77% for language arts and 42% for
mathematics. During the 2010 school year following the EAT program, the researchers
followed 338 of the seventh graders into the eighth grade; 215 of the eighth graders
participated in the treatment group. The findings indicated that 78% of the students from
the treatment group passed the language arts assessment in comparison with 69% of
students in the control group. Overall, students in the treatment group performed better
than the control group in the speculative and persuasive writing portions of the eighth
grade language test. There were also gains in the mathematics scores for the treatment
group in eighth grade compared to the control group. The researchers also collected data
on student absenteeism and determined students in the treatment group were absent fewer
days in both seventh and eighth grade compared to the seventh and eighth grade control
groups.
Cawthon, Dawson, and Ihorn (2011) conducted one of the few studies that
examined the impact of arts integration on variables other than direct measures of student
achievement. Specifically, Cawthon and colleagues investigated the impact of
implementation of Drama for Schools (DFS) strategies on student engagement and
ratings of authentic instruction as well as the relationship between those two variables.
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The authors also determined if the professional development in DFS strategies resulted in
changes in teachers’ descriptions of their students’ participation in class.
The researchers created a mixed method study for collecting data from 19 content
area secondary education teachers from a middle school in southeast Texas. The data for
their study consisted of pre lesson ratings (before the DFS strategy lesson was taught) and
post lesson ratings (after teaching the lesson with DFS strategies). For both pre and post,
the teachers rated their lessons on three criteria: student engagement (teacher perception
of the percentage of students engaged), authentic instruction (rated on a nine-point Likert
scale items) and teacher perspective of student engagement (if you have taught this lesson
before, give examples of how students were engaged in this lesson. In other words, how
did you know if students were participating?). The most significant results of the study
were that teachers perceived that their students were more engaged when they used the
DFS strategies than they had been in the past (91% vs. 61% student engagement) and that
ratings of student engagement were related to ratings of authentic instruction. Together,
these findings indicated that the professional development the teachers received in
integrating drama in their lessons had an effect on their efficacy, which has been shown
to increase student achievement. Consequently, in a less direct way, the results of the
Cawthon et al. (2011) study added to the evidence that arts integration can have a positive
effect on student learning.
Coursey, Balogh, Siker, and Paik (2012) investigated the use of a ‘music’
intervention to teach fractions to a group of third grade students attending a multicultural
low performing school in Northern California. Three primary questions guided their
research. First, the authors wanted to determine if the introductory music notation
36

program could teach music motion to the students so that music notes could serve as
math manipulatives. The second question the researchers sought to answer was whether
students could transfer the fraction skills they learned in music notation to fraction
symbols, size and equivalency. The final question was whether the students’ conceptual
understanding of fractions results in improved performance in fraction computations.
The participants for this study consisted of 67 students, they were predominately
Hispanic (94%), and ELL (68%) within four third grade classrooms. The experimental
group (n = 37) participated in mathematics classes that utilize the academic music
program and the control group (n = 30) participated in regular mathematics instruction.
The time allotted for mathematics instruction was equivalent and the chi-square test
analysis indicated the two groups were equivalent. Catterall et al. (1999) examined
longitudinal data from the National Educational Longitudinal Survey (NELS: 88) to
investigate the relationship between arts participation and academic achievement for
eighth and tenth grade students. For this study, arts involvement included both schoolbased experiences and home-based experiences. These experiences were then used to
classify the students as either high arts involvement or low arts involvement. Catterall et
al. (1999) found that in most cases, both overall and with low SES students, the high
involvement group scored significantly higher on measures of achievement and measures
of school engagement than their low involvement peers. Another interesting finding was
that for the low SES groups, the differences between the high involvement groups and the
low involvement groups was larger in the tenth grade than it was in the eighth grade.
These finding suggested that the effects of arts participation increased over time. As a
follow-up to this study, Catterall et al. (2002), using NELS: 88 data examined the
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connection between the arts, human development and student achievement for students in
Grades 10 and 12.
The first phase of Catterall et al. (2002) examined and compared arts participation
as recorded in the NELS: 88 data for 10th and 12th grade students. In this preliminary
comparison, they found that arts participation declined between the 10th and 12th graders
and that high SES students were more than twice as likely to be identified as high
participation art students than low SES students. In comparisons between high and low
involvement arts students, the students who were defined as high involvement continued
to outperform the low arts involvement students through the 12th grade in academics.
Moreover, at each grade level (i.e. 8, 10, and 12) the advantage of high involvement
students over low involvement students increased from a 36% advantage in the 8th grade
to a 46% advantage in the 12th grade. Because of the strong relationship between SES
and arts involvement, the authors compared measures of achievement between low SES
students who were defined as high arts involvement or low arts involvement. The
findings for this subgroup were identical to the findings for the overall population. The
low SES students who were defined as high arts involvement outperformed the low SES
students defined as low arts involvement and by the 12th grade, the advantage grew to
32%. Consequently, the authors concluded that regardless of age (8th, 10th, or 12th grade)
or SES (high or low) students with high rates of arts involvement have academic
advantages over students with low rates of arts involvement and the advantage increase
over time.
The second phase of Catterall et al. (1999) extended Catterall’s (1998) earlier
study in that the authors now explored the effects of high levels of arts involvement for a
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single arts discipline on measures of cognition. The new focus was based on the premise
that different art forms involve different skills and cognition that are related to academic
content skills and abilities. For example, multiple studies have found positive
relationships between music and math achievement. In which case, Catterall et al. (1999)
examined the relationship between mathematics and music and the relationship between
theater and language arts.
In examining the music and mathematics relationship, the authors discussed
several meaningful relationships. The first being, that regardless of music participation
distinction (music participation or no music participation) students who were considered
high SES outperformed all other student groups (low SES music and no music groups).
However, in comparing high music/high SES to no music/high SES, the high music/high
SES outperformed their no music peers. While the finding of high SES students
outperforming all other groups was not surprising or contradictory to prior research, the
differences in measures of achievement between the two groups (music and no music) of
high SES students demonstrates an important finding because it suggested that the effects
of music participation amplifies the effects of SES. The most significant finding,
however, was the effect of music participation observed with low SES students. Not only
did this group of students outperform the low SES no music students but they also
outperformed the all student no music group. Over 33% of the low SES music student
group performed at the highest mathematics proficiency level compared to 20.6% of the
no music all student group and 15.5% of the low SES student group. Moreover, like
previous findings, the authors found the effect of music participation intensified over
time (from 8th to 12th grade).
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In examining theater participation, the authors found similar results with not only
language skills but also with measures of self-confidence, empathy, and tolerance. At
each grade level (8, 10 and 12) students participating in theater outperformed their nonparticipating peers. Although Catterall et al. (1999) research does not facilitate a causal
interpretation, their findings highlight meaningful relationships that cannot be ignored,
discredited or trivialized. Their work clearly provides strong yet not conclusive evidence
that arts involvement positively impacts not only academic achievement but also other
constructs that are related to academic achievement. Their work also supports the need
for more direct examination of arts participation as proposed in this study.
Citing many studies that have found meaningful academic differences between
students who participate in the arts and their peers who do not participate, Wolf (1999)
indicated that the gap in the literature then was an understanding of why arts participation
mattered. To address this gap, Wolf conducted a qualitative study to examine, in context,
what actually transpires in arts participation, in this case, opera participation, that could
explain differences in academic achievement between students who participate in the arts
and their non-participating peers. In comparing collaborative interactions of students in
opera classroom settings and non-opera classroom settings, Wolf (1999) found
differences that could explain some of the reported academic differences reported in other
research. From classroom observations, transcripts of students, teacher interviews,
student ethnographies and activity logs, Wolf (1999) found that the interaction in the
opera setting classroom were more substantive and cohesive than the interaction in the
traditional classrooms. Wolf (1999) also found that the quality of the interaction in the
opera classrooms increased over time. According to Wolf (1999), in the opera setting,
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students are expected to collaborate and revise to ensure quality and through sustained
collaborations, students actually learn what it means to extend their own understandings.
While Wolf’s (1999) work provided insight to potential explanations for the effects of
arts participation, the qualitative nature of the study and the lack of detail recorded in the
article limits not only the generalizability of the findings but also the study’s credibility.
However, when Wolf’s findings are considered in the context of other studies reporting
non-academic outcomes related to arts participation, the apparent limitations do not
appear as serious. For example, Catterall (2002) found that arts involvement was related
to lower measures of reported school boredom and television viewing and higher
measures of community. Taken with these findings, Wolf (1999) findings add to a theory
that skills developed in arts participation transfer to other aspects of a student’s life
including academic behaviors.
According to Minton (2003), one way to encourage problem solving and creative
thinking is through the participation in the arts. Therefore, Minton (2003) conducted a
study to compare dance and non-dance high school students’ creative thinking abilities
using their pre-test and post test scores from the Torrance Test of Creative Thinking
(TTCT). The participants for this study were 286 students from six different high schools
who were enrolled either in a dance or non-dance class at their enrollment school. The
control group consisted of 117 students in the non-dance class and the other 169 students
were in the dance class. Of the dance class students, 53 were also involved in dance
activities after school. The dance classes were instructed at both the beginning and
advanced levels and included a variety of dance forms such as ballet, jazz, hip hop,
modern, musical theatre dance, and ethnic forms of dance. Students in the dance classes
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were dancing for an average of 5.10 hours per week. The non-dance class students
studied topics such as business, English, accounting, psychology, interpersonal
communication and health. The researcher administered the TTCT which is based on
five subscales or norm-referenced measures which include fluency, originality,
abstractness of titles, elaboration, and resistance to premature closure. The test was
administered to the students at the beginning and conclusion of the term.
According to Minton (2003), the results of the study comparing the scores of
dancers and non-dancers time spent in class found no significant differences between the
classes. Significant differences were found between the dance and non-dance students
for originality and abstractness of titles but no significant differences for the subscale
scores for fluency, elaboration, and resistance to premature closure. In addition, there
were no significant differences in the scores between the six schools and the dancers and
non-dancers at each school. However, the scores of the dancers did improve to a greater
degree and in more instances than the same subscores for the non-dancers. The
researcher concluded that the findings revealed “that dance boosts students’ creative
thinking abilities” (Minton, 2003 p. 45).
Melnick, Witmer, and Strickland (2011) extended the work of Kienzl, BoachieAnsah, Lanahan, and Holt, (2006) in their descriptive analysis study utilizing data from
the Early Childhood Longitudinal Study to determine the impact and changes in weekly
arts instruction received by first and third grade public school students. Melnick et al.
(2011) extended the research to fifth grade students in regular classrooms. The
researchers aimed to explore the relationships between school and home involvement in
the arts and its impact on student learning.
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The researchers Melnick et al. (2011) analyzed secondary 2004 year data of fifth
grade students from the Early Childhood Longitudinal Study, which included more than
11,600 children. The children came from both public and private schools and from
varying socioeconomic, racial, and ethnic backgrounds. Using a five-point scale, the
researchers examined teacher perceptions of the reading and mathematics competency
levels of the fifth grade students. The researchers utilized t-test to determine the
difference between students who received art instruction only in school and students who
received some form of arts exposure from lessons after school or at home. In addition, ttests were utilized to determine the difference arts involvement have in regards to gender
and race (Melnick et al., 2011).
The findings of the research conducted by Melnick et al. (2011) determined that
based on teacher rating results of student proficiency levels in reading and math, students
who participated in dance, art, music, or participated in structured performances during
school and out of school outperformed their classmates who were only involved in the
arts during the school day (Melnick et al. (2011). In addition, the researchers indicated
that girls scored significantly higher than boys did in reading, but the math results
indicated that no significant differences appeared between the boys and girls
performances. Further, the results indicated that when comparing students by race, white
students scored higher than nonwhite students in all reading competencies and scored
higher in all math competencies except one. There were no significant differences by race
in recognizing shape properties. Additionally, the researchers found that students in
schools with no arts instruction rated significantly lower in all reading competencies and
rated lower in 8 of the 10 math competencies compared to students in schools with arts
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instruction. The researchers went on to reveal that student involvement in the arts had a
positive relationship with higher student achievement at various levels and “when arts
programs are eliminated altogether, achievement scores tend to decrease” (Melnick et al.,
2011, p. 161).
The buzz word of high-stakes testing has contributed to increasing the time to
teach curriculum standards at the expense of activities such as art, physical education,
and music (Coleman, 2001). Researchers, Wilkins, Graham, Parker, Westfall, Fraser, and
Tembo (2003) explored the relationship between time allocated to teaching art, music and
physical education (AMPE) by specialist and academic achievement as measured by the
Virginia state Standards of Learning (SOL) standardized assessment for third and fifth
grade students. As the pressures increased to have students improve their performance on
the SOL assessment, school administrators and teachers increased the use of direct
instruction, factual learning, drill and practice instruction, while eliminating the use of
cooperative learning, experiments, and other integrated activities that were not directly
related to math, science, English or social studies (Wilkins, et al., 2003). The researchers
distributed a survey to 1167 elementary school principals across the state of Virginia to
evaluate whether principals had eliminated or reduced instructional time for AMPE to
gain more time for core subjects. The 547 returned represented a reasonable sample of
the elementary schools in Virginia. The survey questions asked principals to indicate the
amount of time scheduled for specialists to teach AMPE each week and to indicate
whether or not the time schedule for these subjects had changed from the previous year or
will change in the upcoming school year. Approximately 40% of the schools allocated 30
to 60 minutes per week for physical education but less time was allocated to art and
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music per week. Furthermore, over 80% of the principals indicated that no change
occurred in the amount of time allocated to teach AMPE and no changes in the time
would occur for the upcoming year. The results revealed that more time across Grades K5 was allocated to math, reading, science and social studies which were the subjects
directly related to the state SOL assessments. The results further indicated that there is no
inverse relationship between time in these learning areas and passing rates on the SOL
assessments. According to the authors, there is no reason to believe that allocating less
time to AMPE would lead to increased test scores on standardized curriculum
assessments. Additionally, this study suggested that the statistical trends revealed that
students in schools who were exposed to the AMPE and who were taught by qualified
teachers might actually do better on standardized tests (Wilkins et al., 2003).
According to Martin et al. (2013), very little multivariate research has been
conducted on arts participation. Moreover, according to the authors, very little research
has examined arts participation in relation to academic and non-academic factors through
a longitudinal design that includes both elementary and high school students.
Consequently, they designed a study to answer the following two research questions:
1. What is the link between arts participation across academic and nonacademic
outcomes, beyond sociodemographics and prior achievement?
2. What is the relative salience of specific forms of arts participation – school
(arts tuition, engagement), home (parent-child arts integration, arts resources)
and community (external arts tuition, participation and attendance in arts
events) – in predicting academic and non-academic outcomes? (Martin et al.,
2013, p. 713)
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To answer these research questions, the authors employed a longitudinal survey design
where the same participants completed a survey twice (one academic school year apart).
The participants of the Martin et al. (2013) study were 643 elementary and high
school students enrolled at 15 schools in Australia who completed the survey twice. Of
the 643 students at year two, 27% were in grades 10-12. The sample was 45% male and
55% female. In terms of socioeconomic status, the schools that the participants were
attending were above average. Considering the authors did not include race/ethnicity
data, it is assumed that the sample lacked diversity in this area and that the sample was
primarily Caucasian. The survey, which was developed for this study posed four
categories, a) participation in arts education, b) academic outcomes, c) non-academic
outcomes and d) background and general characteristics through Likert-scale items using
the maximum likelihood method of analysis. The authors developed a model to explain
the contributions of art participation on academic and non-academic outcomes.
Preliminary findings of Martin et al. (2013) showed that gender, age, language, parent
education, and prior achievement explained unique variance in the model. However,
when art factors were added to the model they proved to explain more of the variance in
academic and non-academic outcomes. When those demographic and prior academic
achievement measures were controlled, arts participation was shown to be positively
related to academic and non-academic outcomes. In terms of academic outcomes, arts
participation, specifically arts engagement, significantly predicted academic motivation,
academic buoyancy, and class participation. While clearly these variables are related to
academic achievement, the authors did not include any direct measures of academic
achievement such as test scores. Moreover, all of the data collected were self-reported
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data. Nevertheless, the study by Martin et al. (2013) provided credible, albeit abstract,
evidence of a crucial link between arts participation and academic achievement. From the
above evidence, the positive effects of arts integrated education on students, teacher, and
the community have been cautiously established.
No Effects or Mixed Effects between Arts Integration and Academic Achievement
While many studies have examined the relationship between music involvement
and academic achievement, particularly mathematics achievement, very few of them have
examined the relationship through a randomized control group research design as
employed by Cogo-Moreira, Deavile, Ploubidis, and Mari (2013). Cogo-Moreira and
colleagues conducted a study in Brazil to evaluate the effectiveness of music education in
improving the academic skills of low performing, eight to ten year old students. The
population for their study consisted of 10 schools in low income areas of Brazil. Of these
10 schools, 5 were randomly assigned to the experimental condition and 5 were randomly
assigned to the control conditions. Within these schools, 114 children received the
intervention and 121 children served as the control group (total sample size = 235). The
dependent variables, described as primary and secondary outcomes by the researchers,
were measures of isolated word and non-word reading accuracy and in-text word
accuracy (Primary outcomes) and grades in mathematics and Portuguese (Secondary
outcomes). The intervention consisted of children participating in a music education
program that focused on musical improvisation, composition and interpretation, for 50
minutes 3 times a week for 5 months. The control group did not participate in a music
education program.
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The authors used two types of analyses to determine the effect of the music
education intervention. The first type, termed Intention To Treat (ITT) analysis, simply
compared measures between students of the intervention group and students of the
control group. The second type of analysis used the Complier Average Causal Effect
(CACE) estimation method to group students into complier or non-complier groups. To
be considered a complier, a student must have participated in the treatment at least 1% of
the time. Therefore, the non-complier group consisted of students in the control group as
well as students in the experimental group who did not participate in at least 1% of the
music classes. The results of the ITT analysis revealed mixed results in terms of the
effects of the music education participation. Students in the experimental group read
2.57 more words per minute correctly than those in the control group and their increases
in Portuguese and mathematics scores (.21 and .25 respectively) were higher than the
control group. However, no statistically significant differences were observed in
measures of phonological awareness (p = .35), in-test accuracy (p = .23) or non-word
accuracy (p = .40). Consequently, these findings offer little support in terms of
meaningful effects of music education participation. However, in comparisons between
complier and non-compliers, the effects of music education participation were amplified
and became more meaningful. With this analysis, complier scored significantly higher
than non-compliers in measures of word accuracy, in-text accuracy, and phonological
awareness. Moreover, the slope of improvement for Portuguese and mathematics scores
were more pronounced for the complier group. The mixed results (ITT and CACE)
highlight the need to carefully examine implementation fidelity in examining and
determining intervention effects. In this case, had the researchers only compared
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measures of achievement between the experimental and control groups, the effects of the
music education intervention would have, for the most part, gone unnoticed. However,
when rate of participation was considered and included in the analysis, intervention
effects became more noticeable and clearly demonstrated promising arts participation
effects.
Johnson and Memmott (2006) examined the relationships between participating in
high or low quality school music programs and standardized test results from a variety of
geographical locations across the United States. Test scores from the 2004-2005 school
year were analyzed from 4,739 elementary and middle school students from five states
representing the South, East Coast, Midwest and West Coast of the United States. The
schools were identified by university music education professors who were all published
and accomplished researchers. The professors were familiar with the school districts in
each geographic region and familiar with the caliber of the music education programs at
each school. Assessment scores of third or fourth and eighth or ninth grade students who
took the standardized test specific to their school district/state were examined. The
elementary school design used a sample containing two independent groups of student.
All students received general music instruction in their schools and took the third or
fourth grade state mandated test required. Group one were students who were involved
in an exemplary music program. Group two were students who were involved in a music
program considered less than ideal. The design for the middle school level students
contained more variables. Each middle school student received a code as an instrumental
music student, choral, or non-music participant for the 2004-2005 school year. The
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middle school students were also coded as receiving exemplary instruction or deficient
instruction.
The results of Johnson and Memmott (2006) indicated for the dependent measure
English there were significant differences based on regions; schools with high quality
music programs on the West Coast had English scores lower than those of the schools
who had low quality music programs. Results for the dependent measure mathematics
indicated no significant difference by regions. The elementary schools with the high
quality music program scored better than those whose program were low quality. In
addition, English scores were 22% better and mathematics scores were 20% better for
students in the excellent or high quality music programs. Middle school data English
results indicated that schools with high quality music programs generally performed
better on state assessments than students at low quality schools. Also, results indicated
that students at schools with poorer instrumental programs outperformed the student who
had no music instruction at all. Students who participated in low quality choral programs
performed the worst in every region. Middle school data mathematics results were
similar to the English results for middle school students. The student in schools with
poorer instrumental programs outscored students who had no music instrument at all and
student who participated in low quality choral programs scored the lowest (Johnson &
Memmott, 2006).
In addition, the authors identified a relationship between the quality of music
instruction and academic performance on standardized test in English and mathematics,
however, since student participation in other activities was not examined there is no basis
for comparing the effects of participation in music with various other activities that could
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also potentially affect academic achievement. Although in this study the relationship
between the quality of music education and academic performance appeared to be strong,
there is no evidence to suggest that by participating in a good band program, one’s
assessment scores in English and mathematics would improve. Also, the authors
suggested that one should not assume that if a school’s chorus program improved, then
the schools standardized scores will increase. This study merely provided a strong
relationship between participation in high and low quality school music programs and
student performance on standardized test (Johnson & Memmott, 2006).
Thomas and Arnold (2011) conducted a study to investigate the effectiveness of
the A+ schools program on academic achievement of students in North Carolina as
measured by End of Grade (EOG) standardized test in reading and mathematics. The
researchers also examined the perception of the program based on administrators and art
teacher’s response to survey questions. According to Thomas and Arnold (2011), the A+
schools program extended an interdisciplinary curricular approach to schools in North
Carolina based on Gardner’s (1994) theory of multiple intelligences as well as other
studies of intelligence and brain research.
The researchers Thomas and Arnold (2011) developed a sample population from
the 44 schools currently utilizing the A+ schools program in North Carolina. The
researchers collected data by disseminating survey questions in the form of a Likert Scale
numbered from 1 to 5 to administrators and art teachers through phone interviews and email contacts. The survey data allowed the researchers to evaluate and measure the
respondent’s perceptions and experiences with curriculum integration using the arts. In
addition, the results from the student’s EOG reading comprehension and mathematics
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standardized test scores were utilized to provide a measure of student proficiency. The
sample population was representative of the larger population of A+ schools average
enrollment, which included students who were classified as economically deprived,
students who scored proficient on the EOG test in math, and students who had an average
proficiency rate on the EOG test in reading comprehension. The results of the study
indicated that when the EOG performance of 40 A+ schools were compared to the state
average from 2007 to 2008 which provided information in the areas of demographics,
proficiency rate, and other factual data, the average reading proficiency rate of the A+
schools was 83.91 and the average rate for all North Carolina public schools was 83.6.
According to Thomas and Arnold (2011), there was no evidence or correlation between
the student performance on the EOG tests and the data collected from the questionnaire in
the areas of staff development, program funding, planning time, participation by parents,
and participation by classroom teachers. In addition, the math average rate of proficiency
for the A+ schools was 62.12 and the math average for all North Carolina public schools
was 66.4. Of the 40 A+ schools who participated in the study half of the schools
performed below the state average and the other half performed at or above the state
average on the North Carolina state assessment. Furthermore, the researchers found that
27 of the A+ schools performed below the state average in math while 11 performed at or
above the state average. Additional results revealed that over half of the A+ schools
obtained scores below the state average in reading and over a three-year period, in the
area of reading proficiency, the students in 21 of the A+ schools experienced an average
decrease of 3.4 points. Even though 16 of the A+ schools reported an average reading
increase of 6.06 points, the overall average increase in reading proficiency for the A+
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schools was 0.64 points. Thomas and Arnold (2011) continued this line of research by
studying math over a 3-year period and found that 21 schools experienced an average
increase of 7.5 points in proficiency on the EOG test while 16 of the schools experienced
an average decline of 2.6 points in the area of math proficiency. The overall three-year
average for the A+ schools in math proficiency was 2.82.
Furthermore, the authors found that 14 of the 44 art teachers from the A+ schools
who responded to the survey indicated that overall, the effect on student performance was
high and the respondents believed that implementing the A+ schools program produced
positive outcomes. Eleven of the art teachers believed sufficient planning time was
allocated to implement the components of the arts integration curriculum and 12 teachers
believed that parental involvement increased as well as classroom teacher participation in
the arts increased. Further results revealed that 24 out of 44 administrators (54%) who
responded to the survey questions indicated more than half of the administrators had
implemented the program for eight or more years and the other administrators had five or
less years’ experience with the A+ schools program. Twelve (25%) of the administrators
indicated that no change in student attendance occurred while seven responses indicated
that student attendance increased. Most respondents indicated students were excited
about participating in the arts program and that students disliked when classes had to be
missed. The primary findings of the study is that the academic achievement of students in
the A+ schools, based on the results of the EOG standardized test scores, are equal or
nearly equivalent to those students in other public schools in the state of North Carolina
and the majority of the administrators and art teachers surveyed support integrating the
arts into the curriculum. The researchers did not find a direct link to the impact an arts
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curriculum had on student attendance (Thomas & Arnold, 2011). The results of this line
of research are consistent with other examinations of the A+ schools program (Noblit,
Wilson, Corbett, & McKenny, 2009; Thomas, 1999). According to the authors, each
study or evaluation indicated that the A+ schools provided arts integration techniques
while maintaining the proficiency levels of students in math and reading on standardized
test at levels comparable to other schools.
According to Anderson and Fuller (2010), prior research has presented mixed
results on the effect of music and reading comprehension. Researchers Oswald,
Tremblay, and Jones (2000) concluded that a significant decline in reading
comprehension occurred when music or speech was present when students were engaged
in comprehension activities, whereas researchers Hallam, Price, and Katsarou (2002)
presented beneficial outcomes. Furthermore, researchers, Boyle and Coltheart (1996)
and Pool, Koolstra, and Van Der Voort (2003) presented no clear effect of music or
speech on student performance. Anderson and Fuller (2010) conducted a quantitative
study to explore what impact, if any, listening to popular lyrical music while concurrently
performing a cognitively complex task might have on students’ comprehension of study
material, and on basic literacy. The researchers developed a sample population consisting
of 334 seventh and eighth grade students. In terms of gender, 172 boys participated as
well as 162 girls; 198 were in the seventh grade and 136 were in the eighth grade. The
students were selected from five public junior high schools in southwestern Arizona. All
the students were in general education classes and according to the Individual Disabilities
Education Act (IDEA), proficiency test, and the Arizona English Language Learner
Assessment, the students’ scores were proficient in speaking, reading and writing
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English. The students were all assessed using the reading comprehension subtest of the
Gates-MacGinitie Reading Test, fourth edition (GMRT-4; MacGinitie, MacGinitie,
Maria, & Dreyer, 2000). The reading comprehension scores served as the dependent
variable for the study. The students were randomly assigned to one of four groups and
each group participated in the study for two days. The students were asked to read a short
passage and answer a set of multiple-choice questions. A brief survey was completed by
the students that outlined study habits and music preferences. Using a Likert scale,
participants were asked to rate if they appreciated hearing music during class and if they
prefer studying with or without music. The raw scores from the standardized reading
comprehension subtest were obtained from the classroom environment with music
playing in the background and one without music playing. The reading comprehension
scores between males and females in both classroom environments were compared and
the relationship between students’ preferences and reading comprehension performance
were correlated.
The authors found that in all instances the music environment score was lower
than the non-music environment score. The results indicated that in reading
comprehension, the scores of three-quarters of the students (74.5%) who listened to
lyrical music in the background while studying declined significantly compared with
performances in the quiet environment. The results indicated that both girls and boys had
a greater decline in scores in the music environment classroom compared to the nonmusical environment classroom. The results support the assumption that studying while
listening to music detracts from the reading performance of adolescents. According to
Anderson and Fuller (2010), the findings contribute to the body of existing research,
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which has presented inconclusive results on whether listening to music interferes with a
student’s study habits.
In an attempt to determine the effect that music instruction has on elementary
students reading performance as measured by standardized reading tests or verbal scores
on the Scholastic Assessment Test (SAT), Butzlaff (2000) conducted meta-analyses of 6
experimental and 25 correlational studies. The experimental studies were classified by
the random assignment of students to music instruction versus being assigned to control
conditions that did not involve music instruction. Also, the experimental studies assessed
the reading ability of the students before and after their exposure to music instruction.
The correlational studies were classified by students not being randomly assigned to
music instruction and control conditions. In addition, no pretest of the students reading
ability was assessed. The meta-analysis of correlational studies compared the reading
performance by students with music instruction to the reading performance of students
without music experience. The researcher obtained data from the college board
comparing the verbal SAT scores obtained by the students. The results indicated there
was a strong and reliable association between the involvement of music and student
performance on standardized reading tests. The meta-analysis of experimental studies
examined the causal hypothesis that music instruction will improve the reading
performance of elementary students. The results indicated that music involvement at the
elementary level did not improve reading. The results yielded no reliable effect
(Butzlaff, 2000).
According to Moga, Burger, Hetland, and Winner (2000), arts education includes
creative problem solving, open-ended inquiry and creative problem finding. Moga et al.
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(2000) conducted a meta-analysis to investigate the impact that learning in the arts leads
to creative thinking skills that can be transferred to other subject disciplines. The
researchers conducted a comprehensive search of empirical studies assessing the
relationships between performance on creative thinking and arts instruction. The studies
had to meet the criteria of control groups who did receive art instruction and groups who
did not receive art instruction. The researchers obtained eight studies from which 10
effect sizes were calculated. The researchers conducted three meta-analysis using four
correlational studies and six experimental studies to determine whether there was
evidence of transfer from arts education to verbal or visual creative thinking abilities. The
meta-analysis using four correlational studies yielded findings that indicated there was an
association between studying the arts and performance on creativity measures but no
causal conclusions can be drawn from the correlational studies because no pretest
measures were given to the students to determine their level of creativity before selecting
to participate or not participate in the arts instruction. The meta-analysis using three
experimental studies that focused on verbal creativity scores as the outcomes, yielded
findings that provided no support for a causal relationship between the study of the arts
and verbal creativity. Moga et al. (2000) noted that the time the students were exposed to
the arts did not provide enough exposure for an effect to happen. The third meta-analysis
was performed on three experimental studies examining the effect that arts education has
on figural creativity scores. The results provided some support that there is a causal
relationship between studying the arts and performance on figural creativity assessments.
Moga et al. (2000) concluded that while there was an apparent association between the
study of the arts and performance on creativity measures, no causal conclusion could be
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determined from the correlational studies. No support for a causal relationship between
the study of the arts and verbal creativity could be determined from the experimental
studies. Furthermore, Moga et al. (2000) noted that equivocal support for a causal
relationship between the arts and performance on figural creativity exams did exist.
There was evidence of some transfer from the study of the arts to performance on
assessments that require drawing, but no transfer from the study of the arts to
performance on exams requiring the development of verbal skills.
Elpus (2013) compared the SAT college entrance examination scores of music
and non-music students in the United States by collecting data from the ELS of 2002.
Prior research has indicated that participation in school music programs may be
positively associated with student academic achievement as measured by standardized
assessment scores (Butzlaff, 2000; Vaughan, 2000; Vaughan & Winner, 2000; Winner &
Cooper, 2000). For this study, the researcher used data from the ELS of sophomores
from public and private high schools. In order for students to be included in the analytic
sample the students were required to respond to the survey questions during the base year
and the follow up year. Music students were identified from the Classification for
Secondary School Courses (CSSC) transcript data that are attached to each student’s
school transcript. The results of the study concluded that music students in the United
States high school class of 2004 did not outperform non-music students on college
entrance exams or on standardized math tests. According to Elpus (2013), the most robust
and consistent predictors of SAT and math standardized test scores were the prior
academic achievement, IEP status, and SES of the students.
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The Whole Schools Initiative Arts Program
The Mississippi legislature in 1968, established the MAC as the official
department for grant funding development and service provider for the arts. Since its
inception, the MAC has extended its role of being an active supporter of the arts in the
community and a promoter of the arts in education. Currently, the MAC provides
personnel and support for the following programs, Community & Economic
Development, Folk & Traditional Arts, Arts in Education, and the focus for this study,
the WSI (MAC 2012). According to MAC, the origin of the WSI stems back to the year
1991 as a rebuttal to the back to basics education reform act and the attention brought to
the nominal amount of arts instruction in the schools of Mississippi. In 1996, the MAC
contacted Mississippi State University to conduct a survey of Mississippi school districts
implementation of arts instruction within the elementary, middle and high school levels.
The results of the findings outlined that in the state of Mississippi, there were one fulltime music teacher for every 840 students, and this number included high school band
programs, one full-time dance teacher for every 31,235 students, one full time drama
teacher for every 17,848 students and one full-time visual art teacher for every 3,150
students. Furthermore, MAC (2002) noted the Western States Arts Federation
(WESTAF) was appointed to conduct a research to measure and evaluate Mississippi
residents’ participation in art related activities. This study titled A Look at Trends in
Leisure and Cultural Participation among Mississippi Residents, concluded that the arts
and cultural activities ranked low among Mississippians as choices for leisure time
activities in comparison to exercise and sports activities. In addition, the study concluded
that Mississippians with higher levels of art education were more likely to participate in
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art activities. The WESTAF recommended that the focus for art funding should move to
increasing arts participation to a larger population instead of focusing on building art
facilities and organizations.
MAC (2000) conducted an investigation of various arts education models and the
attitude of art education in Mississippi and noted that learning in and through the arts
fostered critical thinking which was instrumental in launching the first WSI pilot
program. In 1992, MAC established a comprehensive school reform program with the
primary goal of strengthen education by educating every child in and through the arts.
This school reform strategy is known as the WSI. According to Wiseman et al. (2013),
the WSI is defined as “an arts integrated conceptual approach to education reform; redesigning school learning environments to create a culture of collaboration” (p. 7). The
program regards the integration of the arts as essential to teaching and learning and
strives to function as a comprehensive arts program serving not only the students who
have been identified as having artistic abilities but serving each student in every school
(MAC 2012). In addition Wiseman et al. (2013), noted that the WSI is a “vehicle to
support high quality education and instruction for all students” (p. 7).
According to MAC, in 1998, the WSI was launched and became the first
statewide arts integration program in the state of Mississippi with clearly defined goals.
The goals are as follows:
1. To improve student achievement through the infusion of the arts into the
core curriculum
2. To enrich the lives of students by increasing their skills and knowledge in
all arts disciplines
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3. To assist the professional and personal growth of teachers and
administrators through the arts
4. To use the arts to increase parental and community involvement in schools
and to build a sustainable system for supporting arts infusion (MAC 2009,
p. 5)
These goals would serve as the primary approach to increasing and engaging the
citizens of Mississippi in the arts. In addition, the two essential components of the
initiative were 1) the use of art teachers and visiting artists in the areas of dance, drama,
visual art, music, folk arts and creative writing to serve as a strengthening tool to support
the arts as a core academic subject; and 2) to integrate the arts into all academic subjects
to help increase student success in these subjects. The WSI was initially piloted in six
elementary schools across the state of Mississippi, during this implementation period, the
WSI sought to establish classrooms where every teacher and all students were engaged in
daily instruction involving arts integration. In order to assist the six schools with the
implementation of music, drama, dance, and visual arts, the school received technical
assistance by certified arts specialist and grant funding to help with the delivery and
development of comprehensive sequential instruction (MAC, 2009). According to MAC,
the evaluation results from the six pilot schools were as follows:


Increased community and parental involvement and support



Increased standardized assessment scores



Improved teacher morale



Increased interdisciplinary planning



Decreased office discipline referral
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Decreased absenteeism among teachers and students



Transformed school environments, culturally and visually (MAC, 2009, p. 4).

Furthermore, the project evaluation team outlined four elements as essential ingredients
to the success of the WSI model: 1) on-going and relevant professional development; 2)
continuous external and internal evaluation; 3) leadership training and support for
superintendents, project directors and principals; and 4) the establishment of mentors
(MAC, 2009, p. 4). These four elements became the cornerstone in the implementation of
the WSI.
The WSI focus on improving the integration of the arts throughout the schools has
caused the initiative to be forced in the forefront of the comprehensive school reform
arena (MAC, 2010). Additionally, the WSI advocates that active learning is a critical
ingredient for enhancing motivation, developing valuable skills, and emphasizing
learning in students of all ability levels and grade levels. Furthermore, the WSI promotes
that outlining how and what students learn must incorporate the communities they live in
and instruction must be centered on the needs and abilities of the students (MAC 2010).
To date, the WSI have been implemented in over 70 Mississippi schools (Wiseman et al.,
2013).
Presently, only a few studies have examined the impact of the WSI arts reform
model in Mississippi. Tabereaux (2002) in her study entitled: An investigation of artsinfused schools in Mississippi: The Whole Schools Initiative provided an overview of the
WSI within the 26 participating schools implementing the program during that time.
However, Tabereaux (2002) narrowed the investigation by selecting three of the schools
to conduct a more in depth observation of the program in the following areas: teacher
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attitudes, student behavior, interest in the arts, academic achievement, teacher
collaboration, principal support, and community and parental involvement. The results
indicated teachers overall responses concerning attitudes about the WSI were 80%
positive or higher. The teachers reported improvements in student behavior and
excitement concerning student’s interest in the arts. The teachers reported strong
administrator support and higher levels of collaboration among teachers during planning
arts-based thematic units and lessons.
Corbett et al. (2004), in their study The arts are an “r” too: Integrating the arts
and improving study literacy (and more) in the Mississippi Arts Commission’s Whole
Schools Initiative examined the effects of the various levels of WSI participation on the
state assessment averages of 25 participating schools in the state of Mississippi. The
levels of implementation were measured in the following areas: (a) the impact on
teachers, students and the school, (b) the accuracy and quality of opportunities teachers
had to engage in professional development focused on arts integration; (c) the degree of
which collaborative planning and curriculum alignment were coordinated at the schools
with state standards and (d) the degree to which instructional strategies were
differentiated by the teachers.
The researchers used interviews, observations of the schools, surveys, change
journey maps, and student achievement data from the criterion-based Mississippi
Curriculum Test (MCT) for subgroups representing students at each grade in the
participating schools across the state. The results of the comparison between highimplementing schools and low-implementing schools indicated that 75% of the highimplementing schools met the state standard for literacy proficiency growth compared to
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less than half of the lower-implementing schools students meeting literacy proficiency
growth (Corbett et al., 2004). The researchers further ascertained that students and
teachers reported improved academics in the areas of comprehension, critical thinking,
retention of subject content and creative thinking about the material. The results also
indicated positive effects on personal and cognitive outcomes such as enjoyment of the
arts. The researchers made several recommendations. However, the one that is prevalent
for this study is the WSI program should be developed for upper grade level teachers,
preferably schools serving students past the sixth grade (Corbett et al., 2004).
Mamrak (2009) in his study An investigation of a Mississippi Whole Schools
Initiative model school examined the process through which one WSI elementary school
classified as a model school has implemented the program. The school served students in
Grades Kindergarten, 1, 2, and 3. The objectives of Mamrak’s study were to determine:
1) why the sample school elected to continue the arts integration program across the
curriculum 2) the role of the WSI site administrator in implementing the arts throughout
the curriculum and 3) how a model WSI school implements arts integration throughout
the curriculum. For each objective, the researcher used a combination of investigative
techniques which included an examination of documents, field observations, interviews,
informal conversations, and other artifacts.
The results of the first objective of the study indicated that the school continued
the WSI program due to the staff’s belief that the WSI program helped to motivate the
students, offered good opportunities to increase parental and community support,
addressed student’s different learning styles and multiple intelligences, and increased the
morale of the staff. Next, the results of the second objective revealed that the role of the
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administrator in implementing the WSI program included hiring staff that is compatible
with the WSI approach, providing quality professional development for staff that is arts
related, ensuring that time is allocated within the schedule to allow for staff to have
common planning time within grade levels, involving parents and the community in the
WSI strategies and securing financial support to maintain the implementation of the WSI
program. Finally, the results of the third objective indicated that by implementing the
WSI throughout the curriculum involved staff development, planning, and the
involvement of specialist in the areas of art, drama, music, and dance (Mamrak 2009).
Wiseman et al. (2013), in their study: Arts integration & the Mississippi Arts
Commission’s Whole Schools Initiative: A Stennis Institute study for decision-makers
examined the impact that arts integration had on the academic performance of 4,275
students in Grades 3 through 5 in Mississippi public elementary schools as well as 1,172
students attending Catholic elementary schools. The researchers explored various factors
that contribute to the successful implementation of an arts integration program
throughout the school curriculum. The researchers analyzed mixed methods of data to
evaluate the impact of the WSI program on student performance. The methods included
surveys of school principals, administrators, teachers, arts specialists, and students. In
addition, the researchers used the Mississippi Department of Education database to
examine student performance on the MCT2 standardized assessment for language arts
and mathematics, the Grade 4 writing assessment and the Grade 5 Mississippi Science
Test. The SAT was used to examine the performance of the Catholic schools
participating in the WSI. The results of the study found that students participating in the
WSI where the program had been effectively implemented scored proficient or above on
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the language arts and mathematics portion of the MCT2, Grade 4 writing test and Grade 5
science test percentages were significantly higher. These scores were compared to student
performances at the state level, district level and within the school district participating in
the WSI. The results also found that a higher percentage of economically disadvantaged
students scored proficient or above in schools where the WSI was effectively
implemented when compared to all subgroups at the district and state level, across
multiple subject areas and grade levels on the standardized assessments thus reducing or
eliminating the academic achievement gap for the economically disadvantaged students.
The researchers found that high quality professional development was a key component
to the WSI program indicating that professional development participation increased the
teacher’s level of competency, whereby, increased the amount of time teachers devoted to
the implementation of arts integration. In conclusion, Wiseman et al. (2013) suggested
that the WSI arts integration model can play an important role in improving the
educational achievement of students throughout the state, and can assist the state of
Mississippi with meeting the goals and objectives of the newly adopted common core
state standards (Executive summary, para. 8).
Summary of Literature Review
Arts integration is a teaching model where the arts, which include dance, drama,
music, and visual art, are infused into the curriculum to help expand students’
understanding (Isenberg & Jalongo, 2010; Werner & Freeman, 2001). Arts integration,
in different reform models, has positively and consistently been linked to increased
student achievement, engagement, and motivation (Asbury & Rich, 2008; Deasy, 2002;
Fiske, 1999; Hetland et al., 2007; Stevenson & Deasy, 2005). When Gardner’s theory of
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multiple intelligences are utilized it creates an environment for student learning where
scholars can make meaningful connections to the curriculum, the world they live in, one
another, and to themselves by building on the intelligence that best highlight their
strengths (Burton et al., 2000; Fiske, 1999; Hetland et al., 2007; Stevenson & Deasy,
2005). Additionally, arts integration allows students from economically disadvantaged
environments and students with learning disabilities to experience a sense of academic
accomplishment and success. Moreover, reluctant learners who have limited academic
success with traditional teaching methods also benefit from art integration (Deasy, 2002;
Fiske, 1999; Wiseman et al., 2013).
Some researchers organize studies that attempt to diminish the significance of art
integration programs. Investigations conducted by Anderson and Fuller (2010), Butzlaff
(2000), Thomas and Arnold (2011), and Wilkins et al. (2003) report that there is no direct
link between arts integration and academic achievement. However, multiple researchers
indicate that the benefits of an arts integrated program extends beyond documenting
improved academic achievement among diverse populations, but also affect the teachers
and the entire school environment (Burton et al., 2000; Stevenson & Deasy, 2005;
Werner & Freeman, 2001). While studies either support or dispute the academic
achievement of students at the elementary or secondary levels involved in an arts
integrated program, school reform programs that integrate the arts are continuously being
initiated. The WSI is one arts integrated model being implemented in the state of
Mississippi. This model promotes high quality learning for all students by recognizing
the importance of multiple intelligences and learning styles (MAC, 2010). In order to
increase the effectiveness of the WSI, the entire school community including principals,
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teachers, students, parents, and community members must communicate and collaborate
to ensure that the WSI goals are clearly defined and revisited (Werner & Freeman, 2001).
The research on arts integration has concentrated either on elementary students or
high school students leaving a gap in the literature on the effects of arts integration on
students at the middle school level. While four research studies have examined and
indicated a correlation between the WSI impact on student achievement in Mississippi at
the elementary level, the researcher will conduct this study at a middle school as the gap
in the literature suggests no information is available to indicate its impact at the middle
school level. In addition, this study will address the inconsistencies of empirical evidence
related to literature gaps on how arts integration impacts the achievement of students.
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CHAPTER III
METHOD

The purpose of this study was to determine the effect of the WSI arts program on
the academic achievement, as measured by the MCT2, of a group of middle school
students. This chapter provides the details on conducting the study. This chapter includes
sections on the following aspects of the study: research design, participants,
instrumentation, procedures and data analysis.
Research Design
This study utilized two research designs as a means of answering the following
four research questions.
1. Is there a statistically significant relationship between language arts and
mathematics MCT2 scores of a group of middle school students and the number
of years they have attended schools with an arts integration program?
2. Are there statistically significant differences in language arts and mathematics
MCT2 scores between sixth grade students who attended an elementary school
with an arts integration program and sixth grade students who attended an
elementary school without an arts integration program?
3. Are there statistically significant differences in language arts and mathematics
MCT2 scores between seventh grade students who attended an elementary school
69

with an arts integration program and seventh grade students who attended an
elementary school without an arts integration program?
4. Are there statistically significant differences in language arts and mathematics
MCT2 scores between eighth grade students who attended an elementary school
with an arts integration program and eighth grade students who attended an
elementary school without an arts integration program?
A correlational research design was used to answer Research Question 1.
Correlational research designs are used to determine if two or more quantitative variables
are related and vary in a systematic way (Fraenkel & Wallen, 2009). The basic
correlational design includes obtaining two measures for each member of a group and
then correlates the scores. This correlation is then expressed as a correlation coefficient
ranging from -1 to +1. The closer to the absolute value of 1 the more powerful the
relationship. Correlational research was the most appropriate design to answer Research
Question 1 because the question sought to determine the relationship between MCT2
scores (language arts and mathematics) and the number of years a student has attended a
school with an arts integrated program.
The second design that was employed to answer Research Questions 2 through 4
was a causal-comparative research design. Causal-comparative research determines
causes or consequences of existing differences in or among individuals or groups of
people (Fraenkel & Wallen, 2009). While causal comparative research attempts to
determine cause and effects relationships, the design is not robust enough to do so
because of the inability to manipulate the independent variable. Therefore, while a
causal-comparative design cannot truly investigate cause and effect relationships, the
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design provides valuable information in the absence of the ability to manipulate the
independent variable. For the proposed study, it was not possible for the researcher to
manipulate the independent variable therefore causal comparative research was the most
appropriate design to use to answer these research questions. The independent variable
for the proposed study was the type of elementary school the middle school students
attended. One level of the independent variable is an elementary school with an arts
integrated program and the other level is an elementary school without an arts integrated
program. The type of elementary school each middle school students attended could not
be manipulated; therefore, a causal comparative research design was the most appropriate
selection to answer research questions two through four.
Participants
The participants for this study were a population of middle school students
attending one middle school with a grade configuration of 6 through 8. This middle
school, located in one south central school district in the state of Mississippi, has
implemented the WSI program since 2008. During the 2012-2013 school year, the total
population of the middle school consisted of approximately 670 sixth, seventh and eighth
grade students. Of the total population, about 53% were males and 47% were females,
approximately 2% were White, 93% were African American, 3% were Hispanic.
Approximately, 85% of the students are economically disadvantaged and receive free or
reduced priced lunch. Fourteen percent of the students received special education
service.
There are four elementary schools in the district that feed into this one middle
school. Two of the elementary schools have the WSI program and the other two
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elementary schools do not have the WSI program. The faculty and staff at the middle
school consist of one principal, three assistant principals and 33 certified staff members,
including one visual arts teacher, one dance teacher, one band director, one piano teacher,
and one drama teacher. According to the state of Mississippi accountability status report
(2013), the highest accountability status a school can receive is the letter A and the lowest
is the letter F. In 2013, this middle school had a letter status of C with a quality
distribution index (QDI) score of 156.
Instrumentation
To fulfill the purpose of this study and to answer the research questions, archived
achievement data were utilized. The archived achievement data were the MCT2 scores
from the 2012-2013 school year. The MCT2, which is a performance-based assessment
aligned with the state curriculum, is administered yearly to Mississippi’s students in
Grades 3 through 8. According to the MDE, the MCT2 determines the learning that is
taking place in the classroom of schools across the state of Mississippi (MDE, 2011a).
The Mississippi Curriculum Frameworks which define what students are expected to
know and be able to do are the accountability measures that guide teacher instruction.
The four proficiency levels that students can obtain are minimal, basic, proficient, or
advanced. The MDE provides information regarding how well students have
demonstrated mastery of the objectives, content, and skills as outlined in the MDE
Curriculum Frameworks. In addition, the MCT2 not only provides numerical scores to
indicate student achievement in Mathematics and Language Arts, but the student score
report will specify the proficiency range in which the student’s score fall (MDE 2011a).
A composite score for all three levels will provide each student with a proficiency level
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of minimum, basic, advanced or proficient. According to MDE (2010), several measures
were taken to establish and ensure the validity and the reliability of the MCT2.
Reliability
According to Fraenkel and Wallen (2009), reliability is the consistency of the
results obtained from a measurement and the extent to which the results remain consistent
over a period of time and among test items. As for MCT2, “the focus of reliability is to
ascertain the relationships among scores derived from individual items” (MDE, 2010, p.
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According to the information in the Technical Manual for 2012-2013 Test
Administration (MDE, 2013), the Cronbach’s alpha ranges of .87 to 0.91 are used to
estimate the measures of the MCT2. Fraenkel and Wallen (2009) indicated that the
Cronbach’s alpha is utilized to measure the reliability of psychometric test scores and the
authors noted that the Cronbach’s alpha correlation coefficients of at least .70 or higher
are satisfactory for research purposes.
Validity
According to the information in the MCT Program Technical Manual for 20122013 Test Administration (MDE, 2013), validity is the process of collecting evidence to
support inferences from assessment results. In short, does the test measure what it
purports to measure, demonstrate test fairness and serve as a valid interpretation of the
test scores? There are different kinds of measures used to establish validity for the
MCT2. Content validity is the degree to which a test measures an intended content area
(Fraenkel & Wallen, 2009). Content validity is presumed for the MCT2 because all core
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items were developed to measure students’ knowledge of and skill level in general
mathematics and language arts based on the Mississippi Curriculum Framework (MDE,
2010b)
Procedures for Data Collection
Following approval of the school district and Mississippi State University’s
Institutional Review Board (IRB) to conduct the study, the researcher developed a
spreadsheet to include all students attending the middle school who participated in MCT2
testing during the 2012-2013 school year. After securing access to the data, the researcher
recorded into a SPSS data file the students’ grade level, MCT2 scores, the type of
elementary school (either arts integrated or not arts integrated) the student attended and
the total number of years the student attended an arts integrated school. After all data had
been linked, the students’ names were removed from the data file to maintain student
anonymity.
Data Analysis
Data were analyzed using both descriptive and inferential statistics. The
descriptive statistics was in the form of correlations, frequencies, means, modes and
standard deviations. For the correlation analysis, the Pearson r correlation coefficient was
computed at the .05 alpha level. The inferential statistics will include independent
samples t tests. According to Fraenkel and Wallen (2009), t tests are used in causalcomparative studies to measure differences between means. By using the independent
samples t test, a researcher can statistically conclude whether or not the measures
gathered from students who attended an arts integrated elementary school were
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significantly different than the measures gathered from students who attended an
elementary school that did not have an arts integrated program. All data was computed at
the .05 alpha level of significance.
The assumptions underlying the independent samples t test are (a) criterion
variable should be interval or ratio, (b) there is a normal distribution, (c) homogeneity of
variances, and (d) observations were independent of each other. Assumptions (a) and (d)
have been met by the nature of the design and variables. Prior to data analysis,
assumptions (b) and (c) were tested using Shapiro-Wilk Test of Normality and the
Levene’s Test for Equality of Variances.
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CHAPTER IV
RESULTS

Across the nation, high stakes yearly assessments are used as accountability
instruments to direct classroom instruction and to measure students’ academic progress
toward meeting curriculum standards and proficiency levels. The purpose of this study
was to determine the effect of the WSI arts program on the academic achievement, as
measured by the MCT2 language arts and mathematics performance of a group of middle
school students. Specifically, this study sought to determine the relationship between the
language arts and mathematics MCT2 scores of middle school sixth, seventh and eighth
grade students and the number of years the students attended a school with an arts
integrated program. In addition, this study sought to determine the differences in the
scores of students who attended an elementary school with an arts integrated program and
those who did not attend an elementary school with an arts integrated program. This
chapter presents a descriptive summary of the scores on the measure (MCT2 language
arts and mathematics) that provided the data for this study and the results of the data
analysis used to answer the following questions:
1. Is there a statistically significant relationship between language arts and
mathematics MCT2 scores of a group of middle school students and the number
of years they have attended schools with an arts integration program?
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2. Are there statistically significant differences in language arts and mathematics
MCT2 scores between sixth grade students who attended an elementary school
with an arts integration program and sixth grade students who attended an
elementary school without an arts integration program?
3. Are there statistically significant differences in language arts and mathematics
MCT2 scores between seventh grade students who attended an elementary school
with an arts integration program and seventh grade students who attended an
elementary school without an arts integration program?
4. Are there statistically significant differences in language arts and mathematics
MCT2 scores between eighth grade students who attended an elementary school
with an arts integration program and eighth grade students who attended an
elementary school without an arts integration program?
Following the section on the descriptive measure, the remaining sections are
organized by research questions.
Descriptive Summary of Measure
Data used in this study represent the language arts and mathematics MCT2 scores
of the 641 sixth, seventh and eighth grade students that attended the middle school in
one south central Mississippi school district. Scores on the language arts and
mathematics MCT2 are categorized by proficiency levels. The MCT2 language arts
and mathematic scores are equivalent to one of the following proficiency levels:
minimal, basic, proficient and advanced. Of the 641 students’ language arts MCT2
scores, 364 student scores were in the proficient or advanced levels, indicating that
these students either met or exceeded expectations. The scores of the other 277
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students corresponded to either the minimal or basic level, indicating that they had
not met expectations. Table 1 displays the grade levels and the number of students’
language arts scores corresponding to each proficiency level.
Table 1
2013 Language Arts MCT2 Proficiency Levels
Grade Level

Total

Minimum

Basic

Proficient Advanced Total

6

10

50

133

12

205

7

15

60

138

6

219

8

45

97

72

3

217

70

207

343

21

641

Of the 641 students’ mathematics MCT2 scores, 421 student scores were in the
proficient or advanced levels, indicating that these students either met or exceeded
expectations. The scores of the other 220 students corresponded to either the minimal or
basic level, indicating that they had not met expectations. Table 2 displays the grade
levels and the number of students’ mathematics scores corresponding to each proficiency
level.
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Table 2
2013 Mathematics MCT2 Proficiency Levels
Grade Level

Minimum

Basic

Proficient

Advanced

Total

6

14

50

127

14

205

7

28

55

112

24

219

8

31

42

125

19

217

73

147

364

57

641

Total

Table 3 displays the grade level of the students and the type of elementary school
they attended. As displayed in Table 3, 341 students attended an arts elementary school
and 300 students attended a non-arts elementary school.
Table 3
Type of Elementary School Attended by the Students
Grade Level

Arts (n)

Non-Arts (n)

Total

6

117

88

205

7

107

112

219

8

117

100

217

341

300

641

Total
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Table 4 displays the total number of years the students participated in an arts
integrated program. As seen in the table, 18.4% of the students participated for one year,
18.1% for two years, 16.8% for three years, 21.2% for four years, 14.4% for five years
and 11.1% of the students participated in an arts program for six years.
Table 4
Total Number of Years in An Arts Integrated Program

Total

Years of Arts School
Attendance
1
2
3
4
5
6

Frequency

Percent

118
116
108
136
92
71
641

18.4
18.1
16.8
21.2
14.4
11.1
100

Research Questions
This section of Chapter 4 presents the results of the data analysis that were used to
answer the four research questions that guided this study. Research questions one
through four were answered by analyzing archived language arts and mathematics MCT2
data collected from one middle school in the state of Mississippi. The following section
is organized by research question.
Research Question 1
Research question one asked whether there was a statistically significant
relationship between language arts and mathematics MCT2 scores of a group of middle
school students and the number of years they had attended a school with an arts
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integration program. A Pearson correlation coefficient was calculated to determine the
relationship between the language arts and mathematics MCT2 scores and the number of
years the student attended a school with an arts integrated program. When language arts
scores were examined, no significant relationship was found between language arts
scores and the number of years a student had attended an arts integrated elementary
school, r = -.005, n = 641, p = .89. Therefore, it appears that the number of years a
student attended an arts integrated school is not related to their MCT2 score in language
arts. However, when MCT2 mathematics scores were examined, a statistically
significant, although weak, direct relationship was found between MCT2 mathematics
scores and the number of years a student attended an arts integrated school, r = .10, n =
641, p = .01. An r value of .10 indicates that only 1% of the variance in MCT2
mathematics is explained by the number of years a student attended an arts integrated
school. To answer research question 1, there was a weak, statistically significant direct
relationship between MCT2 mathematics scores and years of arts integrated school
attendance but there was no relationship between arts integrated school attendance and
MCT2 language arts scores. Table 5 displays the descriptive results of this set of
analyses.
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Table 5
Correlations Between MCT2 Scores and Years of Arts Integrated School Attendance
Total Arts Years
Years in a arts
program

Language Score

Mathematics Score

Pearson Correlation

-.005

.104

Sig. (2-tailed)

.895

.01

N

641

641

Research Question 2
Research question 2 asked if there were statistically significant differences
between the language arts and mathematics MCT2 scores of sixth grade students who
attended an elementary school with an arts integration program and sixth grade students
who attended an elementary school without an arts integration program. To answer this
research question, two independent samples t-test were computed. The first t-test analysis
was computed on the MCT2 language arts scores of the two groups of sixth grade
students and the second t-test was computed on MCT2 mathematics scores. For each test,
the assumption of homogeneity of variance was met, therefore the statistics reported are
equal variances.
The analysis of language arts scores did not reveal a significant difference
between the MCT2 language arts scores of sixth grade students who attended an
elementary school with an arts integrated program and sixth grade students who attended
an elementary school without an arts integration program, t(203) = 1.30, p = .20. These
results indicate that sixth grade students who attended an elementary school with an arts
integration program (m = 153.79, SD = 8.32, n = 117) did not score significantly different
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than sixth grade students who attended an elementary school without an arts program (m
= 152.18, SD = 9.40, n = 88). Likewise, the analysis of MCT2 mathematics scores did not
reveal a significant difference between sixth grade students who attended an elementary
school with an arts integrated program and sixth grade students who attended an
elementary school without an arts integration program, t(203) = .752, p = .45. These
results indicate that sixth grade students who attended an elementary school with an arts
integration program (m = 153.43, SD = 9.41, n = 117) did not score significantly different
than sixth grade students who attended an elementary school without an arts program (m
= 152.44, SD = 9.09, n = 88). Therefore, to answer research question 2, there was not a
statistically significant different in either the MCT2 language arts or mathematics scores
between sixth grade students who attended an elementary with an arts integrated program
and sixth grade students who attended an elementary school without an arts integrated
program. Consequently, attendance at an arts integrated elementary does not appear to
impact sixth grade achievement as measured by the MCT2 language arts and
mathematics tests. Table 6 displays the descriptive results of this set of analyses.
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Table 6
Middle School Students Group Statistics Grade 6
Arts Group

N

Mean

Std. Deviation

Math Score

Arts Elementary
Non Arts Elementary

117
88

153.43
152.44

9.41
9.09

Language Score

Arts Elementary
Non Arts Elementary

117
88

153.79
152.18

8.32
9.40

Research Question 3
Research question 3 asked if there were statistically significant differences
between the language arts and mathematics MCT2 scores of seventh grade students who
attended an elementary school with an arts integration program and seventh grade
students who attended an elementary school without an arts integration program. To
answer this research question, two independent samples t-test were computed. The first ttest analysis was computed on the MCT2 language arts scores of the two groups of
seventh grade students and the second t-test was computed on MCT2 mathematics scores.
For each test, the assumption of homogeneity of variance was met, therefore the statistics
reported are equal variances.
The analysis of language arts scores revealed a significant difference between the
MCT2 language arts scores of seventh grade students who attended an elementary school
with an arts integrated program and seventh grade students who attended an elementary
school without an arts integration program, t(217) = 2.36, p = .02. These results indicate
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that seventh grade students who attended an elementary school with an arts integration
program (m = 153.49, SD = 8.84, n = 107) scored significantly higher than seventh grade
students who attended an elementary school without an arts program (m = 150.38, SD =
10.57, n = 112). The analysis of MCT2 mathematics scores did not reveal a significant
difference between seventh grade students who attended an elementary school with an
arts integrated program and seventh grade students who attended an elementary school
without an arts integration program, t(217) = 1.72, p = .09. These results indicate that
seventh grade students who attended an elementary school with an arts integration
program (m = 152.72, SD = 10.44, n = 107) did not score significantly different than
seventh grade students who attended an elementary school without an arts program (m =
150.29, SD = 10.42, n = 112). Therefore, to answer research question 3, it depends on the
subject content whether or not there are statistically significant differences between the
MCT2 scores of seventh grade students who attended an arts integrated elementary and
those who did not. For language, it appears that an arts integrated elementary was related
to higher language achievement, as measured by the MCT2, than a non-arts integrated
elementary but for mathematics, as measured by the MCT2, the type of elementary the
seventh grade student attended did not appear to make a difference. Consequently,
attendance at an arts integrated elementary appears to impact seventh grade achievement
in language arts but not mathematics. Table 7 displays the descriptive results of this set of
analyses.
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Table 7
Middle School Students Group Statistics Grade 7
Art Group

N

Mean

Sd. Deviation

Math Scores

Arts Elementary
Non- Arts
Elementary

107
112

152.72
150.29

10.44
10.42

Language
Scores

Arts Elementary
Non-Arts
Elementary

107
112

153.49
150.38

8.84
10.57

Research Question 4
Research question 4 asked if there were statistically significant differences
between the language arts and mathematics MCT2 scores of eighth grade students who
attended an elementary school with an arts integration program and eighth grade students
who attended an elementary school without an arts integration program. To answer this
research question, two independent samples t-test were computed. The first t-test analysis
was computed on the MCT2 language arts scores of the two groups of eighth grade
students and the second t-test was computed on MCT2 mathematics scores. For each test,
the assumption of homogeneity of variance was met, therefore the statistics reported are
equal variances.
The analysis of language arts scores revealed a significant difference between the
MCT2 language arts scores of eighth grade students who attended an elementary school
with an arts integrated program and eighth grade students who attended an elementary
school without an arts integration program, t(215) = 2.39, p = .02. These results indicate
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that eighth grade students who attended an elementary school with an arts integration
program (m = 146.70, SD = 16.57, n = 117) scored significantly higher than eighth grade
students who attended an elementary school without an arts program (m = 141.92, SD =
12.13, n = 100). Likewise, the analysis of MCT2 mathematics scores revealed a
statistically significant difference between eighth grade students who attended an
elementary school with an arts integrated program and eighth grade students who
attended an elementary school without an arts integration program, t(215) = 3.89, p = .00.
These results indicate that eighth grade students who attended an elementary school with
an arts integration program (m = 153.88, SD = 7.80, n = 117) scored significantly higher
than eighth grade students who attended an elementary school without an arts program (m
= 148.85, SD = 11.18, n = 100). Therefore, to answer research question 4, there is a
statistically significant difference between the MCT2 language arts and mathematics
scores of eighth grade students who attended an arts integrated elementary and eighth
grade students who did not attend an arts integrated elementary. It appears that attendance
at an arts integrated elementary positively impacts eighth grade achievement in language
arts and mathematics as measured by the MCT2. Table 8 displays the descriptive results
of this set of analyses.
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Table 8
Middle School Students Group Statistics Grade 8
Art Group

N

Mean

Sd. Deviation

Math Scores

Arts Elementary
Non- Arts
Elementary

117
88

153.88
148.85

7.80
11.18

Language
Scores

Arts Elementary
Non-Arts
Elementary

117
88

146.70
141.92

16.58
12.13
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CHAPTER V
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS

This chapter includes the summary of the research study. The discussion begins
with a summation of the findings of the study, followed by the conclusions, limitations
and recommendations for further research. The purpose of this study was to determine
the effect of the WSI arts program on the academic achievement, as measured by the
MCT2 language arts and mathematics performance of a group of middle school students.
The research for this study focused on the following questions:
1. Is there a statistically significant relationship between language arts and
mathematics MCT2 scores of a group of middle school students and the number
of years they have attended schools with an arts integration program?
2. Are there statistically significant differences in language arts and mathematics
MCT2 scores between sixth grade students who attended an elementary school
with an arts integration program and sixth grade students who attended an
elementary school without an arts integration program?
3. Are there statistically significant differences in language arts and mathematics
MCT2 scores between seventh grade students who attended an elementary school
with an arts integration program and seventh grade students who attended an
elementary school without an arts integration program?
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4. Are there statistically significant differences in language arts and mathematics
MCT2 scores between eighth grade students who attended an elementary school
with an arts integration program and eighth grade students who attended an
elementary school without an arts integration program?
This study employed two research designs. The first research design that was
utilized in this study is the correlational research method. This design was employed to
determine if there is a statistically significant relationship between language arts and
mathematics MCT2 scores of a group of middle school students and the number of years
they have attended a school with an arts integration program. This study also employed a
causal-comparative research design to answer questions two through four. This design
was used to determine differences between language arts and mathematics MCT2 scores
of sixth, seventh, and eighth grade students who attended an arts integrated elementary
school and those who did not attend an arts integrated elementary school. A total of 641
student MCT2 language arts and mathematic scores from the 2012-2013 school year were
analyzed for this study.
Summary
Research Question 1: Is there a statistically significant relationship between
language arts and mathematics MCT2 scores of a group of middle school students
and the number of years they have attended schools with an arts integration
program?
The results of the analysis for Research Question 1 indicated that there was a
weak, statistically significant direct relationship between MCT2 mathematics scores and
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years of arts integrated school attendance but there was no relationship between arts
integrated school attendance and MCT2 language arts scores.
Research Question 2: Are there statistically significant differences in language arts
and mathematics MCT2 scores between sixth grade students who attended an
elementary school with an arts integration program and sixth grade students who
attended an elementary school without an arts integration program?
The results of the analysis for Research Question 2 indicated that there was not a
statistically significant different in either the MCT2 language arts or mathematics scores
between sixth grade students who attended an elementary school with an arts integrated
program and sixth grade students who attended an elementary school without an arts
integrated program. Consequently, attending an arts integrated elementary school does
not appear to impact sixth grade achievement as measured by language arts and
mathematics MCT2 scores.
Research Question 3: Are there statistically significant differences in language arts
and mathematics MCT2 scores between seventh grade students who attended an
elementary school with an arts integration program and seventh grade students who
attended an elementary school without an arts integration program?
These results indicated that it depends on the subject content whether or not there
are statistically significant differences between the MCT2 scores of seventh grade
students who attended an arts integrated elementary and those who did not. For language,
it appears that an arts integrated elementary was related to higher language achievement,
as measured by the MCT2, than a non-arts integrated elementary. However, for
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mathematics, as measured by the MCT2, the type of elementary the seventh grade student
attended did not appear to make a difference. Consequently, attendance at an arts
integrated elementary appears to impact seventh grade achievement in language arts but
not mathematics.
Research Question 4: Are there statistically significant differences in language arts
and mathematics MCT2 scores between eighth grade students who attended an
elementary school with an arts integration program and eighth grade students who
attended an elementary school without an arts integration program?
The results indicated there is a statistically significant difference between the
MCT2 language arts and mathematics scores of eighth grade students who attended an
arts elementary school and eighth graders who did not attend an arts integration program.
The results indicate that attendance at an arts integrated elementary school positively
impacts eighth grade achievement in language arts and mathematics as measured by the
MCT2.
Conclusions
As a result of the demands for educational accountability as demonstrated by
improved test scores, many school districts across the nation refined their school policies
and procedures to allocate more time and resources to improve scores on state wide
yearly assessments in the areas of math and language arts; and decreased time and
resources for arts education (Baker, 2012). The review of literature in Chapter II outlined
that while several researchers have examined the impact of arts integration in the school
curriculum and found evidence of improved student achievement, (Catterall, 2002;
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Corbett et al., 2004; Mamrak, 2009; Melnick et al., 2011; Minton, 2003; Tabereaux,
2002), other researchers (Anderson & Fuller, 2010; Butzlaff, 2000; Elpus, 2013; Johnson
& Memmott, 2006) revealed little to no positive effect of arts integration. The results of
this study could be compared to prior studies on arts integration and student achievement.
The findings in Research Question 1 produced results similar to meta-analyses research
conducted by Butzlaff (2000), the findings indicated that there was a weak, statistically
significant direct relationship between MCT2 mathematics scores and years of arts
integrated school attendance but there was no relationship between arts integrated school
attendance and MCT2 language arts scores. Butzlaff (2000) meta-analysis of
experimental studies examined the causal hypothesis that music instruction will improve
the reading performance of elementary students. The results indicated that music
involvement at the elementary level did not improve reading. The results yielded no
reliable effect.
The findings in Research Question 2 yielded results similar to research studies by
Anderson and Fuller (2010). The findings revealed that there was not a statistically
significant difference in either the MCT2 language arts or mathematics scores between
sixth grade students who attended an elementary school with an arts integrated program
and sixth grade students who did not attend an arts elementary school. Anderson and
Fuller (2010) conducted a quantitative study to explore the impact of listening to music
while concurrently performing a cognitively complex task might have on students’
comprehension of study material, and on basic literacy. The results from the seventh and
eighth grade students indicated that in reading comprehension, the scores of 74.5% of the
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students who listened to lyrical music in the background while studying declined
significantly compared with performance in the quiet environment.
Furthermore, the findings in Research Question 3 yielded mixed results similar to
research studies by (Baker, 2012; Cogo-Moreira et al., 2013; Johnson & Memmott,
2006). The findings revealed that it depends on the subject content whether or not there
are statistically significant differences between the MCT2 scores of seventh grade
students who attended an arts integrated elementary and those who did not. For language,
it appears that an arts integrated elementary was related to higher language achievement,
as measured by the MCT2, than a non-arts integrated elementary but for mathematics, as
measured by the MCT2, the type of elementary the seventh grade student attended did
not appear to make a difference. Consequently, attendance at an arts integrated
elementary appears to impact seventh grade achievement in language arts but not
mathematics.
Baker (2012) examined the effect of music and visual arts participation on the
assessment scores on two groups of eighth grade students in Louisiana. One group
received performance based music and visual arts instruction and the other group had not
received such instruction. The results were mixed in that arts participation (music, visual
arts or dual) was at times related to higher English and mathematics scores and at times
related to lower English and mathematics scores. Cogo-Moreira et al. (2013) conducted a
study to evaluate the effectiveness of music education in improving the academic skills of
low performing students. The results of the ITT analysis revealed mixed results in terms
of the effects of the music education participation. Students in the experimental group
read 2.57 more words than the control group. However, no statistically significant
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differences were observed in phonological awareness or non-word accuracy. Johnson
and Memmott (2006) examined the relationship between participating in high and low
quality school music programs and standardized test results. Assessment scores of third
or fourth, eighth or ninth grade students were examined. The results indicated that for the
dependent measure English there were significant differences, but for the dependent
measure mathematics, no significant differences were noted.
In contrast, the findings in Research Question 4 indicated results similar to
research studies by Walker, Taborn and Weltsek, (2011). The findings indicated that
there was a statistically significant difference between the MCT2 language arts and
mathematics scores of eighth grade students who attended an arts elementary school and
eighth graders who did not attend an arts integration program. The results indicated that
attendance at an arts integrated elementary school positively impacts eighth grade
achievement in language arts and mathematics as measured by the MCT2.
Walker et al. (2011) conducted a study to examine the effect of a drama integrated
language arts curriculum on middle school students in New Jersey by measuring their
performance on state standardized test in English language arts and mathematics. The
findings indicated that 78% of the students from the treatment group passed the language
arts assessment in comparison with 69% of students in the control group. Overall,
students in the treatment group performed better than the control group in the speculative
and persuasive writing portions of the eighth grade language test.
There were also gains in the mathematics scores for the treatment group in eighth
grade compared to the control group. The researchers also collected data on student
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absenteeism and determined students in the treatment group were absent fewer days in
both seventh and eighth grade compared to the seventh and eighth grade control groups.
This study extends previous studies of student academic achievement and arts
integration. First, this study compared the relationship between the MCT2 language arts
and mathematics scores and the years of arts integrated school attendance. Second, this
study compared the differences on the MCT2 language arts and mathematics scores of
sixth, seventh and eighth grade students who attended an elementary school with an arts
integrated program and sixth, seventh and eighth grade students who did not.
As evidenced by this study and previous studies, research on student academic
achievement and arts integration yielded mixed results. The results indicated a weak
relationship between MCT2 math scores and years of arts integrated school attendance
but no relationship between arts integrated school attendance and MCT2 language arts
scores. The results also indicated that attendance at an arts integrated elementary had no
statistically significant impact on sixth or seventh grade MCT2 language arts scores or
sixth grade mathematics scores. However, the results indicated that attendance at an arts
integrated elementary school positively impacts seventh and eighth grade language arts
and eighth grade mathematics scores as measured by the MCT2 assessment.
This study, although similar to previous studies, also extends the research of arts
integration and student achievement. First the current study examined measures of
academic achievement for middle school students who have participated in an arts
integrated program for varying number of years ranging from one to six years. Second,
the study compared the differences on the MCT2 state-wide assessment between middle
school students who participated in the WSI arts program in elementary school and those
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who did not. This study extends the research on the WSI arts program by providing data
from middle school student participation in the WSI arts program. School administrators
can make budgetary decisions regarding resources and time allocated to the arts based on
student achievement data outlined in this study. The findings in the present study
indicated that the degree in which an arts integrated program impact student achievement
may depend on years of participation or grade level. Given the variation of the results in
the present study, the debate on the role of arts integration in education and the argument
that the arts are viable core academic subjects will continue to be explored and
researched.
Limitations
The limitations of a study are those elements in which the researcher cannot
control. The first limitation of this study is that it relied on the implementation fidelity of
the WSI program in the schools. In which case, the study was limited by the accuracy and
faithfulness of the teachers implementing the program with integrity. Another limitation
of the study was that the students were exposed to multiple teachers with varying levels
of arts training, and student achievement may be attributed to the lack of experience in
implementing the program. Therefore, some of the findings of this study were limited by
teacher experience, training and reliability, which may have affected student achievement
outcomes.
Recommendations for Further Research
Based on the findings of this study, the following are recommendations for further
research:
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1. This study involved scores from only one middle school in one district with 641
students in Mississippi; it is recommended that a future study should expand the
population to include more middle schools and school districts that vary in size and
demographics.
2. This study investigated the impact of an arts integrated program on middle school
student’s academic achievement; it is recommended that a future study track middle
school students through high school to determine academic achievement outcomes.
3. This study utilized only one assessment instrument; it is recommended that a future
study include the use of additional instruments to measure academic achievement.
4. This study provided important information regarding the impact of an arts
integrated program on academic performance, it is recommended that a future study
investigate the impact of an arts integrated program on middle school students
analyzing factors such as ethnicity, gender, discipline referrals, special education
populations and gifted populations.
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